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INTRODUCTION 

 
Alex Henry and Alistair Wood 

 

In 1985, the government of Brunei Darussalam introduced a Malay-English bilingual 

education system. Twenty-two years on, the results of the policy appear to be mixed. 

Larkings (1996) contended that the implementation of the bilingual policy had not been 

particularly successful in the areas of the syllabus, teaching materials, test and 

examinations, the inspectorate, teacher supply and teacher education. A study by Henry 

and Pg. Hjh. Rohania (1999) suggested that many of the students in Form 1 did not have 

sufficient vocabulary in English to cope with the demands of their English-medium 

subjects.  However, Jones (2003) claims that by the year 2000, 15 years after the 

implementation, the country had an „embarrassment of riches‟ of well-educated 

bilinguals. Jones however, does point out that not all pupils are learning English equally 

well and that at the other end of the spectrum there are pupils who are „abject failures‟, 

and this may in part be due to the special demands made on pupils in a bilingual system. 

Clearly then there is a need to investigate in detail what is actually happening in the 

education system in terms of language development and to determine what scope there is 

for improvement. 

 

One method for investigating language development is to analyse a sample of the 

learners‟ English – in a machine readable format, a corpus - with computer software to 

provide a detailed description of the language features of the learners. With computers 

becoming more and more powerful, this type of small corpus-based research is now seen 

as being highly effective by many leading linguists (e.g. Sinclair, 2001) particularly in the 

areas of  foreign language learning and teaching and second language acquisition 

research (Granger, 2002, 2003). A key element in this work is comparing the learners‟ 

language with standard native-English-speaker varieties and with the language of learners 

from different linguistic and educational backgrounds, as represented in publicly 

available corpora such as the British National Corpus and the International Corpus of 

Learner English. This project aims to use these methods to investigate the language 

development of pupils in three secondary schools in Brunei Darussalam.  
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The specific aims of the project were twofold.  The primary aim was to collect together a 

representative sample of student work which would provide a reasonable cross section of 

writing in the senior years of secondary school in a variety of different types of schools in 

Brunei Darussalam. Although it is common to hear statements about the low level of 

English in Brunei, this type of complaint is normally premised on the basis of low exam 

marks and/or teacher or student opinion rather than on substantive analysis of student 

work. To our knowledge, no comparable sample of student writing has been gathered to 

date.  This collection of data would thus allow us to have a broader picture of the state of 

student writing in schools than existed previously. 

 

Building on the data collection, the second aim of the project was to analyse the corpus to 

give a more comprehensive and detailed picture of the state of student writing and the 

characteristic features of that writing.  The spread of writing over different years, schools 

and text types would enable comparison between areas of Brunei, e.g. more urban, more 

rural, and between, for example male and female students.  The spread of writing over 

three years would allow examination of, if not longitudinal development of particular 

students, at least comparison between upper and middle years of secondary school.   

 

Most importantly, the use of five different text types would allow us to study in some 

detail whether student writing was linked to text type and would enable us to compare 

students‟ abilities in handling different text types.  Several text types are taught in 

secondary schools in theory, but it is commonly heard that teachers tend to focus on one 

text type, narrative, to the exclusion of the others.  The fact that the student writing in our 

corpus covered not only narrative, but also argument, description, exposition and 

instruction, made it possible for us to critically examine the abilities of students across 

the different text types. 

 

A further aim of the project was to use the methods of corpus analysis to bear on student 

writing as a way of developing the use of this type of linguistic analysis in Brunei.  

Corpus linguistics is becoming increasingly important as a tool for analyzing language 
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and this project was seen as one which could be developed later for further work on 

language in Brunei.  

 

Finally, although the project is limited in scope and in time, as required by the nature of 

UBD research projects, we considered that the amount of data we would be able to 

collect would enable us to continue analyzing aspects of the corpus for some time and it 

would provide a rich store of interesting data. 

 

The aim of this report is to provide a detailed description of the work completed within 

the official period of the research project. As mentioned previously, it is expected that the 

current research team, other members of the Department of English Language and 

Applied Linguistics, and researchers from other institutions will take advantage of the 

research opportunities provided by the database of pupils‟ writing. The format of the 

report will follow that of an edited collected edition with individual chapters being 

written by those involved in the specific research areas. 

.  

In Chapter 1, Alex Henry and Alistair Wood describe in detail how the corpus was 

created and provide some initial sociolinguistic data which may help to explain some of 

the findings. In Chapter 2, Adrian Clynes begins the analysis of the corpus by examining 

clause density and how it varies with School/Location, Year, Text Type and Gender. 

Chapter 3 looks at pupils‟ ability to produce the correct forms of the simple past tense in 

narrative texts and then discusses how pupils‟ ability to produce the correct forms might 

be influenced by their exposure to Bruneian English. In Chapter 4, Alistair Wood 

investigates whether the type of text learners‟ write affects the types of tense errors they 

make. Having established in Chapters 3 and 4 that there is a relationship between errors 

in tense and text type, Alistair Wood, in Chapter 5, then investigates another aspect of 

verb use in instruction texts. In Chapter 6, Malai Ayla continues investigating the 

relationship between learners‟ errors and text type. She describes a preliminary study to 

determine the extent to which learners‟ ability to apply number agreement in the noun 

phrase accurately is dependent on the text type they are writing. In Chapters 7, Alex 

Henry looks at how pupils use the determiners „much‟ and „many‟, and in Chapter 8, 
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describes how pupils use the common verb „look‟ and relates the findings to Sinclair‟s 

(2001) different principles of language production. 
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CHAPTER 1 Creating the Corpus 

 
Alex Henry and Alistair Wood 

 

Background 

Corpus linguistics is an approach to language research which relies on computer 

technology as a main tool. A corpus is a principled collection of written or spoken 

language that is stored electronically and analysed using computer software. The software 

uses a variety of tools to generate information about the corpus under investigation. The 

most frequently used tool is the concordancer which shows all the instances of a selected 

word, usually called a „key‟ word, in a corpus with its surrounding cotext. Other tools 

allow researchers to obtain information about the frequencies of words in the corpus, and 

to identify words that frequently occur together. Corpora of native speaker language have 

been used to write dictionaries, language textbooks and other teaching materials. Learner 

corpora are mainly used to compare learners‟ output with that of native speaker language. 

This allows language teachers to identify areas of difficulty and causes of 

misunderstanding between learners and native speakers. Having identified such 

problems, teaching materials can then be written to help solve them. Another use of a 

learner corpus is that it allows for the identification of learners‟ pathways, sometimes 

called development routes, to the target language. Once the pathways have been 

described then one set of learners can be compared with another set to determine which 

set is developing at a faster pace. In this project we aim to create a representative corpus 

of Bruneian school pupils‟ written English which will be analyzed using computer 

software where applicable, or manually where more effective, to identify learners‟ 

pathways to their linguistic target, which in this case is standard British English. We also 

aim to use the corpus to compare the written output of pupils in different contexts within 

Brunei. 

 

Aim 

The first aim of the project was to create a corpus of pupils‟ writing that was of sufficient 

size and which contained a wide enough variety of text types to enable us to describe the 
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features of the pupils‟ general writing and at the same time to allow comparison of their 

writing across different text types and in different contexts. 

 

Methods 

Pilot study 

Six writing prompts, one each for narrative, exposition, description and argumentation, 

and two for instruction, were designed and tested during a pilot study. These six prompts, 

written in English with a Malay translation underneath, were tested informally in a 

secondary school in Bandar Seri Begawan to determine whether they firstly, elicited a 

sufficiently large amount of data from each pupil, and secondly, whether they elicited the 

type of writing we wanted to investigate (i.e. narrative, instruction, exposition, 

description and argumentation). The pilot study revealed that all the prompts elicited 

enough data but that two of the prompts, one of the instruction prompts and the 

description prompt, encouraged the pupils to write narrative texts rather than instruction 

and description. As a result of the pilot study this instruction prompt was discarded and a 

new more direct description prompt was introduced. The final versions of the prompts are 

found in Appendix 1. In addition to responding to the writing prompts, each student was 

asked a series of questions related to the languages they spoke at home and their reading 

and television habits.  

Data Collection in Secondary Schools 

In order to obtain a representative sample of student writing, four secondary schools were 

selected for the study based primarily on their geographical location and on their 

performance in public examinations such as the „O‟ Level. Maktab Sains Paduka Seri 

Begawan Sultan in BSB was chosen because it is one of the top schools in the country 

and is situated in the capital. S.M Sultan Hassan was chosen as it is the only secondary 

school in the most rural area of Brunei, Temburong. In the semi-rural Tutong district, two 

schools, S.M. Muda Hashim and  S.M. Sufri Bolkiah, were selected as they were single 

sex schools and this offered us the opportunity, either during the duration of the project or 

at a later date, to compare language development between genders. 
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In the schools in Temburong and Tutong data were collected from the top, middle and 

bottom streams in Forms 3, 4 and 5. As the pupils in Maktab Sains in BSB were not 

streamed but were all of high ability, the decision as to which classes to give the writing 

test to was left to the Head of the English Department. Pupils in this age group were 

chosen because, based on the school syllabus, it was felt that they had been sufficiently 

exposed to the text types and genres to be investigated. 

 

The method of administering the prompts followed that described in Henry and Pg. Hjh 

Rohania (1999) with the five prompts being administered by the class teacher during a 

double lesson of 50 minutes. The first student in each class was given Prompt 1, the 

second pupil was given Prompt 2 and so on. This meant that for an average class of 25 

pupils, five scripts were obtained for each of the text types. The tests were administered 

during August and September of 2005.  

Data Filing and Entry 

In order to ensure accurate data entry, each hardcopy script was coded for the following 

variables: Name of Person Inputting Data, Script Number, Year of Collection, Location, 

Text Type, Gender, Form, Ability (A,B or C), Age, Number of Languages Spoken at 

Home, and Pupil‟s Ethnicity. An example of this is shown below. 

AW126/05/BSB/INST/F/5I/A/17/2/MALAY 

The above code indicated that the script was the 126
th

 input by a member of the team 

with initials AW. The script was written in 2005, in Maktab Sains in Bandar Seri 

Begawan. The prompt was to write an instruction text. The pupil was female, in Form 5I, 

was an A rated pupil in terms of academic ability, and was 17 years of age. The pupil 

spoke two languages at home and was Malay. 

It was decided that only scripts containing one completed sentence and written in English 

would be included in the corpus. Those scripts that did not meet these criteria were 

discarded. After each script had been coded, a softcopy for each script was created using 

the following procedure: 

1. The script and the code were input into a Microsoft Word file 

2. A hard copy was printed 

3. The printed copy was proofread 
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4. The sociolinguistic data in the database fields for the writer of the script was 

entered. 

Database Design, Creation and Testing 

Once all the scripts had been coded and transferred to softcopy, the files were given to a 

specialist to construct the database. The database was constructed using Microsoft Excel 

and the members of the team were given two, three-hour training sessions on how to 

extract different sub-corpora from the corpus. 

 

Results 

Overview of the Corpus 

The make up of the database is shown in Table 1 and the make up of the main sub-

corpora are shown in Tables 2 to 4. In each case the number of unique words includes all 

the forms of individual words, so for example „give‟, „gives‟, „given‟ and „giving‟ would 

be considered as four separate words. In some research corpora a process of 

lemmatization reduces these four entries to single entry „give‟. However, as much of our 

research deals with to what extent pupils have mastered inflection in one form or another, 

lemmatization was not carried out. 

 

 No. of scripts Total words Ave length of 

script 

No. of unique 

words 

Whole Corpus 764 149,680 196 7,706 

 

Table 1: The corpus 

 

In the original research proposal we aimed to create a database of 450 scripts of 250 

words in average length to create a database of approximately 112,500 words. As can be 

seen from Table 1, the actual corpus contains nearly double the intended number of 

scripts and approximately 37,000 more words. This larger number of scripts is due to the 

collection of data from the two single sex schools in Tutong. Originally we had planned 

to use only one school from the Tutong district but we decided that having these schools 

would allow gender research opportunities.  In addition, to have used only one school in 

Tutong would have led to a serious gender imbalance in our data set.  In terms of the 

average length of script, we obviously overestimated how much pupils would write. Only 
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the Form 5 pupils in BSB managed to reach the estimated average length of script. 

The composition of the corpus with regard to text type is shown in Table 2. 

 

Text Type No. of Scripts No. of Words Ave. Length of 

Script 

Argument 144 23,170 160.90 

Description 160 29,713 185.71 

Exposition 144 32,446 225.32 

Instruction 147 25,421 172.93 

Narrative 169 38,930 230.36 

 

Whole corpus 

 

764 

 

149,680 

 

196.00 

 

Table 2: The Composition of the corpus by text type 

 

The most frequent text types in the corpus are narrative and description with the least 

frequent being exposition and argument. The fact that there are 25 more narrative scripts 

than exposition and argument suggest that perhaps the distribution of the prompts may 

not have been as „random‟ as was planned. It is possible that some of the pupils may have 

been able to choose their writing tasks. In terms of the average length of script the longest 

scripts were exposition followed by narrative. This is probably due to the nature of the 

writing tasks. For example, the exposition prompt allowed pupils to write about 

themselves, their families, their country, their hobbies, their school, and then add any 

other information they thought interesting to a prospective pen friend in London. The text 

type with the fewest number of words was argument and again this is explained by the 

task, which asked pupils to write an essay that persuaded people to stop eating junk food 

and to start eating healthily. Obviously such a task would require much more thought and 

for many pupils would have been very challenging. We now look at an overview of each 

sub-corpora from the three districts. 

 

 No. of 

scripts 

Total words Ave length of 

script 

No. of unique 

words 

Form 3 69 11,981 173.64 1,798 

Form 4 79 14,172 179.39 1,863 

Form 5 58 10,539 181.70 1,670 

Whole sub-corpus 206 36,692 178.12 3,278 

 

Table 3: The Temburong sub-corpus 
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The Temburong sub-corpus is interesting in that it shows an increase from Form 3 

through Form 4 to Form 5 both in the average length of script and in the number of 

unique words. This was to be expected as we would expect students to increase their 

vocabulary levels as they move through the system. 

The Tutong sub-corpus consists of two schools and the overview of these corpora are 

shown in Tables 3 and 4.  

 No. of 

scripts 

Total words Ave length of 

script 

No. of unique 

words 

Form 3 71 14,607 205.73 1912 

Form 4 74 16,825 227.36 2194 

Form 5 73 16,804 230.19 2178 

Whole sub-corpus 218 48,236 221.27 3830 

 

Table 3: The Tutong girls sub-corpus 

 

 No. of 

scripts 

Total words Ave length of 

script 

No. of unique 

words 

Form 3 58 6,596 113.72 1144 

Form 4 58 8,543 147.29 1422 

Form 5 59 10,741 182.05 1868 

Whole sub-corpus 175 25,880 147.89 2854 

 

Table 4: The Tutong boys sub-corpus 

 

The two Tutong sub-corpora are very well balanced in terms of there being almost equal 

numbers in Forms 3, 4 and 5 in both schools. As with the Temburong sub-corpus both the 

average length of script and the number of unique words increase from Form 3 to Form 5. 

However, the female pupils, as a group, have produced longer scripts with more unique 

words. 

 

The BSB sub-corpus, as shown in Table 5, is not well balanced in terms of the number of 

scripts. We only managed to collect data from two classes in Form 5 and each class had 

relatively few pupils. However, these pupils in Form 5 did produce by far the longest 

scripts in our corpus and, as they are the most able pupils in the study, we will be able to 

use their writing as a basis for comparison. 
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 The Form 3 and Form 4 scripts show a different pattern from the other two schools in the 

study. While the number of unique words did increase, the average length of sentence 

was shorter in Form 4 than in Form 3. The number of unique words however, did 

increase in Form 4 from form 3. 

Corpus No. of 

scripts 

Total words Ave length of 

script 

No. of unique 

words 

Form 3 69 15,549 225.35 2,291 

Form 4 63 13,913 220.84 2,611 

Form 5 33 9,410 285.15 1,874 

Whole sub-corpus 165 38,872 235.59 4,205 

 

Table 5: The BSB sub-corpus 

 

Relevant Sociolinguistic Data 

After inputting the data using the coding technique described above we found that while 

we could use the database to extract information about the number of languages pupils 

claim to speak at home, the technique was not sufficiently refined to allow us to extract 

which languages were spoken and to whom. In order to extract this information, we 

manually extracted the data from each script. These data, obtained from the two questions 

on the cover sheet of each prompt, are shown in Tables 6 and 7. To allow for comparison 

with the other districts, only one school, S. M. Muda Hashim, the boys school, was used 

from the two schools in Tutong.  

                          

 

District 

(Total) 

Malay 

 

English 

 

Murut 

 

Iban 

 

Dusun Kedayan 

 

Belait 

 

Tutong 

 

Chinese 

 

BSB 

(165) 138 117 1 0 

 

 

0 0 0 4 29 

Temburong 

(206) 167 37 22 44 

 

 

2 10 0 0 11 

Tutong 

(175) 162 37 1 6 

 

27 5 0 28 16 

 

 

Table 6: Languages claimed to be spoken to parents by pupils 

 

Before we begin any discussion of these data we have to be aware that we have not 

carried out any ethnomethodological research to confirm the pupils‟ claims about the 

languages spoken in their homes. We assume that the level of accuracy of these data is 
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similar across the three sets of responses. Based on this assumption, Tables 6 and 7 show 

very clearly the different sociolinguistic home environments pupils‟ living in the rural 

and semi-rural areas of Temburong and Tutong when compared with their counterparts in 

BSB. What is most striking is that very few pupils in BSB would appear to be speakers of 

indigenous languages. This contrasts sharply with the situation in Tutong and 

Temburong, where pupils would appear to use the local languages at home. Another 

interesting finding is that while 70% of pupils in BSB claim to speak English with their 

parents the corresponding figures in Temburong and Tutong are 18% and 21% 

respectively. The situation with regard to language spoken to siblings, as described in 

Table 7, follows a similar pattern with 84% of pupils in BSB claiming to speak English 

with siblings, while only 41% of pupils in Temburong and 38% in Tutong make this 

claim. 

 

District 

(Total) 

Malay 

 

English 

 

Murut 

 

Iban 

 

Dusun Kedayan 

 

Belait 

 

Tutong 

 

Chinese 

 

BSB 

(165) 

 

 

 134     139 1 0 

 

 

0 0 0 1 24 

Temburong 

(206) 

 

 

175 85 19 43 

 

 

0 11 0 0 8 

Tutong 

(175) 

 

 

162 65 1 4 

 

 

15 4 0 18 17 

 

Table 7: Languages claimed to be spoken to siblings 

 

While there is no doubt that further research is necessary to verify these data, it would 

appear that pupils in BSB have more opportunities at home to learn English when 

speaking with parents and siblings than pupils in Temburong and Tutong. If this is indeed 

the case, then pupils in the areas outside the capital would have a greater English 

language learning load at school, and given the importance of English in the bilingual 

system of the country, this would put them at a considerable disadvantage. 

 

Conclusions 

The 149,680 word corpus of English collected from Form 3, 4 and 5 pupils in BSB, 

Temburong and Tutong represents a cross-section of pupils‟ writing in five text types. 
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This database will be used to identify some of the specific discourse, lexical and 

grammatical problems that students in the secondary school are experiencing and that 

such insights will help to inform English language materials writing and syllabus design 

in the Bruneian education system. It is also expected that this database will provide a 

valuable teaching and research resource for staff and students involved in language 

education at UBD. Finally, it is hoped that the database of Brunei learners‟ English 

collected will provide a valuable resource for education professionals at the Ministry of 

Education, particularly those involved in curriculum design and materials production.  
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CHAPTER 2 Syntactic Complexity in Pupils‟ Writing: Clause density 

Adrian Clynes 

Introduction  

This part of the study investigated one aspect of the development of syntactic complexity 

in Bruneian students‟ writing, the average number of clauses used per sentence, or 

„clause density‟.  The expectation was that at earlier stages students would use mainly 

simple sentences - those containing just one clause - in their writing:
1
  

(1) My house is not to beautiful.  

and that as students acquired more expertise in the target language , the number of 

clauses they used per sentence would increase, as they incorporated a variety of 

additional, „non-matrix‟, clauses.  These might include for example an increasing variety 

of coordinate clauses (those introduced by and, but or or):
2
 

(2) People think eating junk food is fun but it is unhealthy.  

(3) First, take a blender and take a ice.  

as well as various types of complement clauses, those required by another element in the 

sentence (Kroeger 2004):   

(4) It nice to talk with  you;  

Ahmad started to jog    

People think eating junk food is fun 

I like  eat chicken  

Ice-cream can make you lose your teeth 

Ahmad saw that he was become Fat. 

This means that I have had three ex-boyfriends 

as well as various optional subordinate clauses, such as relative clauses: 

(5) Ahmad is a person that only know to eat. 

and other clauses often introduced by a variety of subordinating expressions:  

                                                 
1
 All examples are taken from the learner corpus. 

2
 In this study, the term ‘non-matrix clause’ is used to include all clauses apart from the first main clause, 

including the second main clause in a coordinate construction.  
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(6) As you can guess, I love to shop. 

Repeat the process until you end up with milo. 

When he got home, he throw all the book. 

In the present study we hoped to obtain a „snapshot‟ of student writing in the mid to 

higher years of Bruneian secondary schools, and in particular to investigate if and how 

clause density might vary with factors such as:  

 the number of years of study of English   

 text type  

 student gender 

 location / school 

The study used a descriptive approach: it did not examine the degree of success (with 

respect to standard English) that students had in using various clause structures; no tallies 

of „right‟ vs „wrong‟ structures were made.  Nonetheless it would be interesting to know 

to what extent the writing of Brunei students in the later years of their secondary 

education is approaching a Standard English model, and in what ways it varies from such 

a target.  It is hoped that this will be investigated in the future, using comparable data 

from a native speaker corpus such as the Lucy corpus (see Sampson 2002).    

 

Methodology 

The sample used was drawn from the corpus of written texts as described in chapter 1: 

collected from students of a range of ability levels in years 3, 4 and 5 of government 

secondary schools in three districts, Temburong, Tutong and Bandar Seri Begawan, and 

representing the 5 main text types, narrative, argumentative, expository, descriptive and 

instructional texts.  The present study used a subset of that corpus, as follows: 

The rural schools, in Temburong and Tutong:   

 In Temburong, texts were collected from a single school, which was 

coeducational.  In Tutong, however, texts were collected from two single-sex 

schools.  For the purposes of data analysis, these two schools were treated as 

though they constituted a single, coeducational school, with 15 texts taken from 
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each.  In the discussion below we therefore refer to three „locations‟ (Tutong, 

Temburong and BSB), rather than three schools.   

 30 texts were collected from each location, with 10 texts from each of Years 3, 4 

and 5.  

 The 10 texts from each Year included two examples of each text type: 2 narrative, 

2 argumentative, 2 instructional, 2 descriptive and 2 expository texts.   

 Half of the texts were written by female students, and half by males. 

 Students were grouped into 3 ability levels, „A‟, „B‟ and „C‟, with 10 texts from 

each ability level.   

The BSB school:  

 the sample had the same broad structure as for the rural schools, except that only 

15 texts were collected (5 from each year) as all students were presumed to be „A‟ 

level students, the school being a selective one.  An effort was made to again 

obtain a representative mix in terms of gender and text type. 

To illustrate, a detailed breakdown of the sample structure for one location, Temburong, 

is given in the Appendix.  

The texts were then tagged for the types of clauses found in each sentence: Simple, 

Coordinate, and so on. Here is a sample of coded text: 

(7) After reading the book of exercises, sbafter he went out from his house and said “I 

want jogging.  crd evc I want my body to be thin and slim.”evc  Then Amar went 

jogging. smp He ran faster.  smp When he ran in front of many people, sbwhen a 

lot of them laugh at him.  “ha…. ha…. it‟s a fat man. smp  Ha…ha….” said one 

of the people. evc Amar just run from them.smp 

(Codes: sbafter „subordinate clause introduced by after; crd coordinate clause; evc 

verb complement; smp simple; sbwhen subordinate clause introduced by when)
 3

  

                                                 
3
The codes were in fact more detailed than was required for the present study; it is hoped that a revised 

version of the  codes will be used in a future study to investigate the acquisition of the various non-matrix 

clause types.   

Note that matrix clauses in non-simple sentences were not given a code: the total number of matrix clauses 

was counted by simply noting the number of sentences in each text.    
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The main problem encountered with the sample was that it is still small, with a total of 

just 75 texts.  A second feature which had to be kept in mind is that the BSB school is a 

selective one, accepting only A level students, whereas the rural schools accept students 

of all ability levels.  The two broad groups of students are then not truly comparable.  For 

this reason, in the discussion below, the results from the three locations are never merged, 

but are rather discussed in turn. 

 

Results and Discussion  

The discussion is presented in three parts.  Clause density is examined, and how it varies 

with School/Location, Year, Text Type and Gender. Note that in this study the different 

types of nonmatrix clause are not distinguished.   

1.  Overall clause density, by location 

Table 1 gives general information on the number of sentences and clauses found in each 

school‟s text sample.   

 Σ 

Sentences 

Sentences 

/Student 

Σ 

Clauses 

Ratio: 

Clauses 

/Sentenc

es 

% Non-

Simple 

Sentences 

Tutong 612 20.4 981 1.60 47.4 

Temburong 439 14.6 750 1.71 46.7 

BSB 291 19.4 550 1.89 58.1 

[Σ = „total number of‟] 

Table 1: Clause density by school.  

 

Looking at overall „productivity‟, the Tutong and BSB samples are similar, both 

averaging around 20 sentences per student/text.  The Temburong sample on the other 

hand has roughly 25% fewer sentences and clauses per student/text.   

When we look at the ratio of clauses to sentences, the BSB school has by far the highest 

score: 58% of the sentences in the BSB texts contain at least two clauses, more than 10% 

higher than the figures for the texts from the rural schools.  Given the selective nature of 

the BSB school, and the non-selective nature of the others, this disparity is predictable.  
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From this data, the difference cannot be attributed to other factors such as the difference 

in geographical location of the schools or (presumably) the students‟ place of residence.  

(The average number of clauses per sentence is nonetheless more than 1.6 for all schools, 

as many of the non-simple sentences in fact contain more than two clauses.)  

2. Clause density and year 

Table 2 shows differences in the average number of clauses per sentence from Year to 

Year in the three locations.   

 Temburong Tutong BSB 

  Clauses    

/Sentence 

% Simple 

Sentences 

Clauses  

 /Sentence 

% Simple 

Sentences 

Clauses  

 /Sentence 

% Simple 

Sentences 

Yr 3 1.60 65.9 1.57 54.2 2.03 40.7 

Yr 4 1.69 54.1 1.61 57.1 1.90 41.5 

Yr 5 1.85 48.0 1.62 46.7 1.75 45.3 

 

Table 2: Clause density by year, in the three locations 

 

As indicated earlier, it could be expected that clause density will increase as students 

progress from Year to Year.  The Temburong data do show that pattern, with a marked 

increase in clause density, and a corresponding decrease in the percentage of one-clause 

sentences: the „progression‟ from 65.9% simple sentences in Year 3 to only 48% in Year 

5 looks impressive.  However, random sampling effects cannot be ruled out: each of the 

three schools shows a different pattern.  The increase from year-to-year in the Tutong 

data is only slight, and the BSB data unexpectedly show the reverse trend: a decline in 

clause density from Year 3 to Year 5.   

These data alone then do not confirm the expectation of an increase in clause density as 

students progress from Year to Year.  Two possible explanations are either that our 

sample was not representative enough, or that most students have by the middle 

secondary stage „peaked‟ in terms of the clause density in their writing.  If the second 

hypothesis is correct, the differing performance of the Temburong students may indicate 

a very different learning context, one where students „peak‟ at a later stage (cf Wood 

chapter 4, this volume).  



 21 

When we compare the performances across schools, the data are however in agreement 

with another prediction, that students from the selective school in BSB will „outperform‟ 

those from the nonselective, rural, schools:  all three year groups at the BSB school show 

a higher clauses-per-sentence ratio than even the Year 5 students in the two rural schools.  

(The Year 3 BSB student texts are outstanding in this respect.) 

3.  Clause density and text type  

It has been shown that particular syntactic structures are associated with particular text 

types and genres (see eg. Crystal & Davy 1969, Biber 1988). This is reflected even in 

learner texts: the syntactic structures used in learner writing regularly vary with the type 

of writing task assigned (Perera 1984, cited in Sampson 2002).  It was interesting then to 

look for variations in clause density across the 5 text types.  Table 3 gives the results 

obtained. 

 Temburong Tutong BSB 

  
Clauses    

/Sentence 

% Simple 

Sentences 

Clauses  

/Sentence 

% Simple 

Sentences 

Clauses  

/Sentence 

% Simple 

Sentences 

Narr 1.98 45.7 1.77 42.8 2.30 33.3 

Arg 1.91 46.4 1.82 38.9 1.87 34.0 

Inst 2.00 29.4 1.75 38.8 1.61 50.7 

Desc 1.51 63.5 1.36 68.1 2.06 47.2 

Expo 1.34 69.5 1.40 68.5 1.79 50.0 

 

Table 3:  Variations in clause density with text type 

 

In all three locations high clause densities are found in the narrative, argumentative texts.  

For the Temburong and Tutong samples the clause densities for those two text types, and 

also for instructional texts, are much higher than they are in the descriptive and 

expository texts, with these latter containing a much higher number of simple sentences.   

 

The BSB texts show a different pattern.  Four out of five of the text types have high 

densities: here too the narrative and argumentative texts have extremely high (2.30 

cl/sent) and high (1.87 cl/sent) clause densities respectively, however it is the descriptive 



 22 

texts which have the second-highest density at 2.06 cl/sent, and even the expository texts 

pattern high at 1.79 cl/sent.  Only the instructional texts pattern relatively low, at 1.61 

sent/cl.     

 

Taking the Tutong and Temburong results as more representative of Bruneian students in 

general, the above results suggest that narrative and argumentative style-texts may be 

more natural / better suited to use when teaching or eliciting more complex clause 

structures; conversely, and unsurprisingly, descriptive and expository texts would appear 

better suited at the more elementary levels, where students are required to produce mainly 

one-clause sentences. 

4.  Clause density and gender  

Given recent trends both in Brunei and elsewhere, it was expected that the writing of girls 

would on average show greater syntactic complexity than that of boys. Table 4 gives 

figures for variations in clause density with gender, for the three locations. 

 Temburong BSB Tutong 

 

ΣSs ΣC C/S 

% Non-

Simple 

Ss 

ΣSs ΣC C/S 

% Non-

Simple 

Ss 

ΣSs ΣC C/S 

% Non-

Simple 

Ss 

Female 240 433 1.80 51.7 153 310 2.03 62.7 395 640 1.62 47.8 

Male 199 314 1.58 40.7 138 240 1.74 52.9 217 341 1.57 46.5 

 [Σ = total; Ss = Sentences; S = Sentence; C= Clauses; C/S = Clauses per sentence] 

Table 4:  Variations in clause density with the writer‟s gender 

If we look simply at „raw output‟, the total numbers of sentences and clauses produced 

per student, the girls clearly outperform the boys in all three locations, even in the 

selective BSB school.  The girls‟ samples contain minimally 15% more sentences and 

minimally 30% more clauses than the boys‟.  (The biggest disparities are in the Tutong 

data, where the girls‟ sample contained 82% more sentences and 87% more clauses.)  

This difference in output in all three locations is in itself striking.  

The Temburong and BSB data also show the expected pattern in terms of clause density, 

with female students in both locations averaging just on 14% more clauses per sentence 

than the boys, and 10% more sentences with at least two clauses.  
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The Tutong figures for clause density – both clauses per sentence, and percentage of non-

simple sentences - are however almost identical for both genders.  It might be wondered 

if being in a single-sex school is helping the Tutong boys to perform better than their 

mixed-school counterparts.  However as indicated above, the signals are mixed – overall 

productivity, the total numbers of sentences and clauses produced, is the lowest for the 

Tutong boys, far lower than the Temburong figures.  

 

Conclusions 

The study examined clause density in the writing of middle-to-upper Year Bruneian 

secondary students in three locations, two rural, one urban.  The rural schools were non-

selective, the urban school selective.  The selective school students predictably wrote 

more, and with a higher clause density, than did the students from the non-selective 

schools (4.1).   

With the exception of the Temburong students, there was no clear indication of an 

increase in clause density as students progressed from Year to Year, perhaps indicating 

that most students have by the middle secondary stage „peaked‟ in terms of the clause 

density in their writing (4.2).   

Variation in clause density with text type was also studied (4.3).  In all three locations 

high clause densities were found in the narrative and argumentative texts.  For the 

Temburong and Tutong samples the clause densities for those two text types, and also for 

Instructional texts, were much higher than in the descriptive and expository texts.  The 

BSB students had high densities for all types except the Instructional texts. 

The last correlation investigated was that of clause density with writer gender (4.4).  The 

girls clearly outperformed the boys in all three locations in their „raw output‟, the total 

numbers of sentences and clauses produced per student.  This difference in output in all 

three locations is in itself striking.  The Temburong and BSB data also show the expected 

pattern in terms of clause density, with female students in both locations averaging just 

on 14% more clauses per sentence than the boys.  Only the Tutong figures for clause 

density were almost identical for both genders.   

The results for variation with text type found with the students from the rural schools 

suggest that narrative and argumentative style-texts may be more better for eliciting more 
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complex clause structures while descriptive and expository texts would appear better 

suited at the lower levels to provide students with the opportunity to focus on the 

production of predominantly one-clause sentences.   

The variation in output and clause density with gender was expected as part of a widely 

observed world-wide trend in the past decade so for girls to outperform boys 

academically, at primary- as well as secondary school levels.  As an indication that boys 

are falling behind in their acquisition of English in Brunei it is concerning, and should be 

kept in mind by teachers.  The ultimate solution no doubt lies with interventions 

beginning at a much younger age than that of the present sample group.  

This study was a preliminary one.  It is hoped that in future it will be improved, for 

example by adding a comparison with comparable writings by native-speaker students of 

similar ages.  Ideally too, the corpus will be expanded to include data from Year 1 

secondary and even primary school data.  This would give a better picture of just how 

acquisition proceeds in this area. 

Ideally, too, a fuller study of the acquisition of clause structure might attempt to answer 

questions such as the following: 

 When do students begin to incorporate significant numbers of non-matrix clauses 

into their writing?  

 Which non-matrix clause types are commonest at the early stages, and which only 

appear later? 

 Is there a predictable order in which the different types of non-matrix clauses 

appear?  (eg, do coordinate structures occur before subordinate?  In what order are 

the various subtypes of the various structures, eg. of relative clauses, acquired? At 

the more advanced levels, is there an ongoing lack of (or „avoidance‟ of) 

particular structures found in a comparable native speaker corpus).  
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CHAPTER 3 The Simple Past Tense in Narrative Texts and the 

Possible Influence of Bruneian English 

 

Alistair Wood, Alex Henry, Malai Ayla Surya Malai Hj Abdullah 

and Adrian Clynes 

 

 

Introduction 

The research reported on in this paper comes from a University of Brunei Darussalam 

research project entitled „An Investigation of the Characteristics of Brunei School 

Learners‟ Written English‟, investigating the use of English in different written text types 

by Bruneian school students.  In Brunei, students start learning English as a foreign 

language in Year 1, and from Primary 4 onwards many students are following a 

predominantly English-medium curriculum. Students in 4 secondary schools, from three 

places, the urban capital of Bandar Seri Begawan, the rural area of Temburong, and the 

intermediate-sized town of Tutong, were investigated.  There were a total of 764 students, 

437 females and 327 males.  Students were from forms 3, 4 and 5, that is, the upper levels 

of secondary school, but excluding sixth-form students.  Students were randomly 

assigned in each school to write a different text type, narrative, instruction, exposition, 

description and argument, with classes from three different ability levels in each year, 

top, middle and bottom (although the school in BSB is not streamed and all students in 

this school were classified as in the top, A level, as it is a highly selective school).  

This research project is ongoing and the research reported  is preliminary in that 

we have just started analyzing the data, which is very detailed and is, to the best of our 

knowledge, the most extensive corpus of its kind collected in Brunei hitherto.  So our 

conclusions to date are tentative and are intended to open up further questions for study 

rather than aimed at providing hard and fast answers to detailed research questions.  

Learner English and Brunei English 

In the last few years extensive work has been done by a number of researchers in the area 

of World Englishes (Bolton, 2005), documenting the increasing number of new Englishes 

in various parts of the world.  One of those postulated new Englishes is Bruneian English, 
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some suggested features of which were first described in any sort of detail in Cane (1993, 

1996).  Further work on this variety has been done by other members and ex-members of 

the Department of English Language and Linguistics at the University of Brunei 

Darussalam such as Ozog & Martin (1996) and Svalberg (1998).  Characteristics of this 

variety are similar to those documented for other South-East Asian Englishes such as 

Singaporean English (e.g. Ho & Platt, 1993, Deterding, Low & Brown, 2003, Low & 

Brown, 2005) and Malaysian English (Baskaran, 2005). These include characteristics 

such as a tendency in the use of the verb phrase towards tense/aspect simplification with 

bare or present tense forms used where standard English would use past tense and/or 

aspectual distinctions (Svalberg & Hjh. Fatimah Chuchu, 1998), the dropping of third-

person singular -s in the present tense (Cane, 1993), the use of „would‟ where standard 

English uses „will‟ and the use of the past perfect where standard English would use 

either the past simple or present perfect (Svalberg, 1998), among others.   

 

Although many of these features are shared by other varieties of South-East Asian 

English and indeed may be found in part in other types of English round the world (e.g. 

tense/aspect simplification is found in practically all non-standard varieties of English), it 

would seem to be agreed  by those working in the field, by speakers of the standard 

variety living in Brunei Darussalam and not least, by Bruneian speakers of English 

themselves, that there is definitely a form of English regularly spoken in Brunei which is 

distinct from the standard in the ways described above among other features.  It might be 

claimed, however, that this non-standard English used in Brunei is not Bruneian English, 

but is simply learner English, a learner variety spoken by those who are learning English 

at school and who have not mastered the standard British form of English taught there 

and prescribed by the Ministry of Education.  Going against this notion, however, is the 

fact that many educated Bruneians, including many of our students, and indeed one of the 

authors of this paper, are bidialectal in standard English and Bruneian English and can 

switch at will between the varieties, just as they do between English and Malay.  

 

Nevertheless, even if there seems to be general recognition of a Brunei English variety 

with certain characteristics, many of which are shared with Singaporean/Malaysian 
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English, there still remains the problem of just how this variety can be distinguished from 

a learner variety.  In recent years, following the work of Kachru (1985), there has been a 

lot of discussion of the ownership of English and a recognition that English is now 

spoken by more non-native than native speakers (Crystal, 2003, Graddol, 2006.).  

Recognising this fact, though, does not obviate the need to delineate clearly just what 

variety is spoken in a particular territory.  If speakers in Brunei speak English, as they 

clearly do, and also the vast majority are non-native speakers with Brunei Malay as their 

first language, unlike say, Singapore, where there are now a considerable number of 

native speakers of English (Low & Brown, 2005), then it may be problematic deciding 

whether these speakers of English learnt in school are speakers of a learner variety or 

Brunei English. 

 

This is an important problem not distinct to Brunei.  In many countries around the world 

where English is spoken as a second language ( Kachru 1985‟s Outer Circle), most of 

these speakers have learnt English in school and it is not their first language. However, if 

such speakers learn standard English in school, but produce non-target forms, are they 

producing simply a learner variety or are they producing the variety of their area? 

 

Clearly, this is a question which cannot be answered simply in this paper, but it is 

something that is definitely worth investigating and which has wider ramifications 

outside the narrow confines of Brunei Darussalam.  For this paper, therefore, we decided 

to look at an area of central significance in any discussion of Brunei English, that of the 

non-marking of tense on the verb. 

Use of past tense 

One of the text types that students were asked to write was a simple narrative based on a 

picture story.  This text type is the most commonly practiced in Brunei Darussalam. 

Schools and teachers typically focus on narrative as the simplest text type and one which 

the students prepare to write in the O-Level English examination.  Given this fact and the 

fact that the use of the simple past tense in a narrative is a standard and clear verb form, it 

was thought that this ought to be the one of the least problematic types of writing for 

students, a form with which they were all familiar, and which they would all have 
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practiced.  Still, it was hypothesized that students would be unable to control past tense 

forms properly, even in a context where the past simple form was clearly required, as 

Bruneian English does not mark tense consistently and in its basilectal form often uses 

the bare verb form even in past-time contexts (Cane, 1993, 1996). 

 

What we did, therefore, was examine the pattern of simple past tense verb use in the 

third-year and fifth-year classes in all schools, to see whether there was a lack of use of 

the past simple tense in narrative contexts which clearly required the past tense. A total of 

104 scripts were examined. In addition, we looked to see whether there was a difference 

between the control evidenced by third year students and by those in fifth year  

and whether there was a difference between the past tense use in the elite selective 

Bandar Seri Begawan school and the other more average or even poorer schools in other  

parts of the country. 

 

The verb forms used in contexts where standard English requires a simple past form were 

noted. The forms used were subdivided into five subtypes:  

1) „Standard Simple Past‟: where the form used is the expected standard English form; 

2) „Non-standard, Simple form‟: where past tense is marked using a single word form, 

but with  a non-standard morphological marker of the past tense, e.g. *teached instead of 

taught; 

3) „Non-standard, Complex form‟: where past tense is marked using a combination of 

two words, where a simple (one word) form is needed, e.g. *was falled instead of fell;  

4) „Missing Verb‟: where a verb was simply missing, e.g. *which near to his house; 

5) „Non-past form‟: the use of a form not marked for past tense, e.g. go instead of went. 

Most of these forms were bare infinitives but use of the simple present or participle forms 

was also counted. The results are presented in the following tables.   

 

 

 

 

 TOC Std-SP NS-S NS-C MV NP 
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BSB Y3 523 387 5 3 2 126 

BSB Y5 341 321 0 2 2 16 

Tutong Y3 735 432 28 39 15 221 

Tutong Y5 788 513 30 37 15 193 

Temb. Y3 426 232 8 23 16 147 

Temb. Y5 427 232 14 10 19 152 

  
[TOC = Total Obligatory Contexts; Std-SP = Standard Simple Past; NS-S = Non-standard Simple; NS-C = 

Non-standard Complex; MV = Missing Verb, NP = Non-past]  

 

Table 1: Raw scores for verb forms for Years 3 and 5.  
 

 

Schools Standard form Overall Non-std Non-past Non-Past as 

% of Non-

standard 

forms  

BSB Y3 73.97% 26.03% 24.09% 92.64% 

BSB Y5 94.13 % 5.87% 4.69% 80% 

Tutong Y3 58.78% 41.22% 30.07% 72.94% 

Tutong Y5 65.10% 34.9% 24.49% 70.18% 

Temburong Y3 54.46% 45.54% 34.51% 75.77% 

Temburong Y5 54.33% 45.67% 35.6% 77.95% 

 

Table 2: Percentage standard past tense forms for Years 3 and 5.  

 

If we consider the data for the different schools in years 3 and 5 in the tables above, we 

can see some interesting patterns.  It is clear that the BSB school has a much higher 

percentage of standard forms than the others, and there is even a distinct and clear 

difference between the percentage of standard forms in third year and fifth year.  By fifth 

year it seems evident that the BSB students have largely mastered the standard use of the 

past tense in English narrative texts.  The other schools are more similar to each other, 

but there is still a relatively clear demarcation between them.  In the texts produced by 3
rd

 

year students in the Tutong schools, non-past forms were used in about 30% of the 

contexts where simple past was required, while this drops to around 25% by year 5.  In 

Temburong, however, there was not much difference at all between years 3 and 5, with 

only 54% correct forms in both years, and more than a third of theoretical past tense  

forms not showing the past tense at all in year 5. 
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 The data would seem to show clearly that the BSB students were well on the way to a 

mastery of standard target form use of the past tense in narrative texts by Year 5. Where 

required, in a clear context in a text type to which they have been widely exposed and 

which they have practiced, they can control the past tense properly.  The Tutong students 

on the other hand were progressing in this direction, in that there is a difference between 

the third year and fifth year results, but even by fifth year many of them cannot be said to 

command the standard correct form.  The Temburong students, unlike the other two 

groups, do not seem to make any progress between third and fifth years, with still over a 

third of forms produced being non-standard.  If we consider that they get only 54% of 

forms correct overall and if we further take into consideration that in many cases we have 

virtually a two-way choice involved, between the bare/present form and the past, then 

their ability to choose that could well be due entirely to chance.  

 

It would seem clear that the BSB students, at one of the elite selective schools in the 

country, are progressing from 3
rd

 to 5
th

 years in the control of standard forms, so that by 

5
th

 year they largely control standard forms.  Temburong students, from a non-selective 

school in the most rural and least developed part of the country, do not seem to be 

making much, if any, progress towards the standard.  Students from Tutong, falling 

somewhere in the middle in terms of development, are progressing towards the standard 

but have not yet gained proper control of the standard. 

 

Of those students who do not control the standard past tense forms in appropriate 

contexts, can we say from this that the students are simply using learner forms and have 

not learned the standard form yet, or can we claim that they are using Bruneian English?  

The huge percentage of examples that show non-standard or no past tense forms would 

seem to indicate that there may be more than learner error here.  Getting the correct form 

in numbers no greater than chance would seem to show that there is no real control of 

tense at all among the Temburong students. It would be difficult to argue from this, 

however, that this is necessarily using Bruneian English in many cases, because the 

English level of many of the poorer students shows that they have only a minimal control 



 32 

of the language, as can be seen in the excerpt from the sample text below (Text 1, see 

Table 1 above for abbreviations). 

 

“Arif are include in obesity morph peoples. He start NP getting obes after he married Std-

SP two years ago. He want NP to getting fit likes arral. When he looks NP in a mirro he 

see NP his body is NP fat. He promise NP he self to decreas his weight 5 kg in a short 

times. He buy NP a books that teaching how to loss weight fasters. 

 

Arif read Std-SP a book which is teach NP him to starching befor doing a exercise. He 

read Std-SP the basic and the information about jogging. At first he really enjoy NP 

doing this exercise to get more experience in exercise.” 

 

Text 1: Sample poor text excerpt 

 

Here that we are dealing with writing in a formal school context, in a text type which they 

know and have practiced and which was chosen because it was likely to allow them the 

best possible opportunity to give evidence of mastery of the standard form.  It is clear 

from some texts, like the one above, that there is virtually no control of the past tense at 

all.  In other texts a large number of the apparently correct tokens were for one or two 

verbs only, verbs like put and read where the simple past form and the bare infinitive are 

identical.  Although the standard  past tense forms were apparently being used, this may 

not in fact have been the case. 

 

It would seem that, despite having learnt English since Primary 1, and despite having a 

largely English-medium education since Primary 4, large numbers of Bruneian students 

still do not control the past tense by upper secondary or even Year 5. They thus obviously 

do not properly control the standard form of English.  The extent of the deviation from 

standard norms, however, is such that they would seem to be not just missing the target 

form.  In very many cases, students would seem not even to be aware that the simple past 

form should come into play.   
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It could be argued that they are still learning the target forms.  However, the simple past 

is first taught in year 1 of primary school and these students are in year 3 or year 5 of 

secondary, and in many cases have been learning English for 10 years or so, with about 

50% of subjects taught in English-medium from Primary 4 onwards.  Consequently, the 

extent of lack of control of the past tense form would seem to be due to something more 

than just a learner variety. It would seem rather that for these students who have not 

learnt the standard forms the influence of a form of English in frequent everyday use 

around them in which tense forms are not marked at all, at least in the basilectal form, 

makes it very difficult for those students to learn to use past tense forms, even in the most 

obvious of contexts. 

 

What would seem to be the case then is that we have a continuum between forms which 

are clearly non-standard through to standard forms, with forms in between which could 

be said to be either learner English or Bruneian English.  No very clear distinction can be 

made between learner English and Bruneian English in terms of tense use, however, at 

least not in the corpus of data used for this study. The usages in the school data we have 

collected here are nonetheless consistent with what can be labelled Brunei English as 

used in the wider Bruneian context (Cane, 1993, 1996).   

 

Conclusions 

So what does this tell us about the presence or absence of a variety which might be called 

Brunei English in Brunei Darussalam?  First of all, it is clear that the proper place to find 

Brunei English will probably not be in the classroom in written output, so we cannot 

draw firm conclusions from this data.  It appears from our data in Temburong and 

Tutong, with roughly one-third to one-half of forms produced non-past in contexts that 

would require past tense in standard English, that the pupils are not producing standard 

English in this area.  Nor would it seem that these students are consciously producing a 

colloquial non-standard form.  

 

Are they then producing merely learner output, the product of a learner variety that has 

not yet developed to the full standard?  If we were to say that then we would have a hard 
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job explaining where Brunei English, of the type that we hear every day, and which has 

been documented by Cane, Martin, Svalberg and so on, comes from.  It would seem 

difficult to argue that the students were aware of Brunei English forms, yet were not 

using them but were instead aiming at target norms and not hitting them.  What seems 

much more likely is that students are not in fact aware of the difference in many cases 

between the forms they hear and see used round about them in speech and the media and 

the target forms they are taught in school.  It was noted by Svalberg (1998), for example, 

that students are often unaware that the forms they use are not target English forms.   

 

It should be noted that this lack of awareness of dialectal differences is very common, 

and by no means confined to learners like the ones we studied.  We are, most of us, 

speakers of some form of non-standard English as our first dialect.  Therefore, it is not at 

all surprising that students should not be fully aware of the differences between the forms 

that they hear and see around them and standard English.  This is far from being a feature 

shared just by our school students: non-standard forms are found on a daily basis in the 

local press, for example.   Students, in many cases, therefore, have to do what many 

students throughout the world must do, also in native English countries: they must learn 

what the standard is and how it differs from their own dialect.  It is not surprising that, 

since they are also learners of English, this should be an even harder task for them and 

one which many of them never properly succeed in.   

 

The pattern that we find in our data, therefore, would seem to be consistent with the 

concept that students, starting off as learners, are progressing towards mastery of the 

standard and that some, like many of the BSB 5
th

 year students, and indeed quite a few of 

the others, are well on the way to achieving that mastery.  Others, however, do not get 

that far and are able only to use a variety of English, which, in its use of past tense, as 

well as in other ways which we have not had time to describe in this short paper, is 

strikingly similar to forms which have been described for Bruneian English and other 

types of South-East Asian English.  We have, it would seem, a continuum from learner 

English, through Bruneian English to Standard English and the exact boundaries of where 
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one shades into the other are not clear, but that all three exist in our data, and in Brunei as 

a whole, seems the most likely interpretation of the patterns found in these texts. 

 

Perhaps one way forward for Bruneian students, and one which would be in line with 

thinking on movement away from a fixation on native-English targets, would be to teach 

those students who are having such trouble that Bruneian English exists and that in this 

variety, which they hear and see around them, tensed forms are often not found.  If they 

are aware of the differences between that local variety of English and standard English 

then they would then perhaps be better equipped to handle both.   
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CHAPTER 4 Tense and Text Type 
 

Alistair Wood 

 

Introduction 

In order to establish if there was any relationship between learners‟ errors and text type, it 

was decided to look at aspects of the use of tense in their scripts, since tense is well 

established as a problematic area for Bruneian speakers of English (Cane, 1993, 1996, 

Svalberg, 1998 etc.).  The examination of past tense usage in narratives (see Chapter 3) 

had already established that students had considerable trouble using past tense correctly 

in this context, a context which was optimum for the use of this tense in that narrative use 

of the past tense is extensively practiced in schools and the text type itself is likely to 

force use of this tense.  In other words, it seems likely that there is not much choice of 

tense necessary in this text type. 

 

It was, therefore, decided to investigate whether the use of tense in other text types could 

throw any light on whether text type had an effect on learner errors.  It seemed likely that 

particular text types would encourage the use of a particular tense such that narrative 

would predispose to the use of the past tense.  Other text types like description might lead 

more towards the use of the simple present.  However, what would happen with a text 

type like exposition, which does not strongly point towards the use of one particular 

tense?   

 

The text type, exposition, is unlikely to signpost so clearly the use of a particular tense, 

whether present or past.  The genre concerned, a personal letter talking about yourself, 

your interests, your family, country etc would not so obviously lead to the use of the past 

tense as a narrative text.  Nevertheless, it would be quite possible for the past tense to be 

used in such a genre, for example when talking about when an event happened.   

 

Methodology 

To investigate the use of the past tense in exposition text, therefore, the database was 

searched with a filter for „exposition‟ under text type, which yielded a total of 144 texts 
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out of the total database set of 764.  The texts were then searched manually for the use of 

tense, initially according to the same pattern as used with the narrative texts, i.e. total 

obligatory contexts, standard, non-standard - simple, non-standard - complex, missing 

verb and non-past.  Since, however, exposition did not produce nearly the same number 

of past tense usages as narrative texts, it quickly became clear that such a search pattern 

did not throw up any new and interesting data.  What became apparent on first 

examination, however, was that there was an interesting error pattern in this text type that 

had not been common in the narrative texts.  This was the use of past tense where past 

tense was not required.  This was in a sense the opposite pattern to that found in narrative 

texts, where we had the use of non-past tense as the principal error.  So a category of 

wrong use of past tense where either the present or infinitive forms should have been 

used was added.  It was hoped that this category would indicate whether there was 

overuse of the past tense in this text type corresponding to the underuse of the past in the 

narrative texts.    

 

Results 

In exposition texts, therefore, we would not expect to see such a large number of usages 

of the past tense in such a text type as the narrative.  In fact in these texts, the total 

number of TOC (total obligatory contexts) was 196 in 144 texts, so an average of 1.36 

per text.  Most texts (79) had zero obligatory contexts for the past tense.  Since many 

texts had none and most texts had only one or two obligatory contexts for past tense use, 

this text type could not help us in looking at lack of past tense in obligatory contexts. 

 

What stood out in the exposition texts, however, was a contrary, but related, 

phenomenon: the use of the past tense where the present tense was required.  This was 

exactly the other way round from the narrative texts, where what happened was that in 

around half of the instances a non-past tense form was used instead of the past tense.  In 

the exposition texts, we have the opposite situation, a past tense form used where the 

present tense was needed.  There were a total of 236 instances of this in the 144 

exposition texts, with an additional 160 correct forms out of a total of 196 places where 

the past tense was required.  This means that there was a total of 236 + 160 past tense 
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forms = 396 past tense forms, with only 160 of these being correct, a total of 40.4% 

correct forms.   

 

If we compare the situation as regards progression through the years from 3 to 5 (Table 

1), we find that there does not seem to be much of a progression.  From Year 3 with 77 

errors, we go to Year 4 with 97, falling to Year 5 with 60.  In terms of the ratio of errors 

to learners we go from 1.52:1.83:1.39.  There, therefore, does not seem to be any 

progression, but in fact a rise from 3
rd

 to 4
th

 years.  However, this is caused by one 

anomalous script, which has by far the highest number of errors, 26 in all.  If this script is 

omitted, the average for 4
th

 year falls to 1.55, almost the same as that for 3
rd

 year.  If this 

outlier is omitted then 5
th

 years do seem to have fewer errors.  Nevertheless, it does not 

seem to be the case that there is a clear progression over the three years. 

 

 

 No of scripts No. of past tense 

errors 

Average no. of past 

tense errors/script 

Year 3 48 77 1.52 

Year 4 53 97 1.83 

Year 5 43 60 1.39 

Level C 38 47 1.23 

Level B 43 94 2.18 

Level A 63 95 1.5 
[Levels A, b and C correspond to students in the top, middle and bottom streams respectively] 

 

Table 1:  Errors in use of past tense (use of past tense where not required) by year and 

level 

 

If we turn to the different levels (also shown in Table 1), then it would also seem to be 

the case that there is no progression in terms of average number of errors from C to B to 

A.  In fact the number of errors has a pattern where the highest number of errors, like 

those for year, is found in the middle group, with the smallest number being C, not A.  So 

going from lowest to highest number of errors we go not, as might be expected, from A 

to B to C, but from C to A to B.  How might this counter-intuitive pattern be explained?  

The small number of errors among the lowest group could be explained by the fact that 

the lowest level classes often just had very simple scripts and did not attempt to use the 

past tense at all.  If their exposition is limited to saying who they were, who the members 
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of their family were etc, then they are not likely to feel compelled at all to use the past 

tense. 

 

Discussion 

It seems, therefore, that the correct use of the past tense in non-narrative texts is even less 

than it is for narrative texts.  The difference between the two types is that in the narrative 

texts, the mistakes are in producing a non-past form when a past tense form should be the 

target, whereas in the exposition text the opposite mistake is made, production of a past 

tense form where a present tense or non-tensed form is required. 

 

Although these two mistakes, use of past tense where non-past is required, and non-use of 

past where past tense is required, would seem to be diametrically opposite, from another 

point of view they are actually two faces of the same coin.  What seems to be the case is 

that the students are very unsure of the use of the past tense and they use it 

inappropriately as a result, either underuse (narrative) or overuse (exposition).  

 

Thus, while some students in the exposition texts used a mixture of tenses more or less 

appropriately, others had a pattern of almost total use of the present, while one A-grade 

student took the genre concerned as a way of relating what she had done the previous 

weekend and used the past tense consistently to relate past events, with a total of 26 

instances of the past tense, all correct.  So it is by no means the case that all students 

overused the past tense in this text type.  Nevertheless, there were examples where 

students definitely seemed quite unsure of the difference between the past and present 

tenses.  An extreme example would be one student who used the past tense in present 

tense contexts a total of 26 times in the text, with no correct use of the tense at all.  

Although there were some correct instances of the use of the present in this text, there 

were so many strange uses of the past tense where the simple present tense was required, 

e.g. “I lived at Kampung petani Tutong.  Tutong was the third largest district in Brunei” 

that it would seem that the student was totally confused about the rules when to use this 

tense. 
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Although an extreme case, other students also produced examples of the past tense which 

show either complete uncertainty as to its use, or alternatively, complete lack of 

awareness of the issue of tense difference.  Thus one student produced the sentence 

“When I have a time, I went to the complex for jogging.”  This sentence could 

conceivably be either in the present or past tense, but it is impossible to imagine a 

situation which could cover this case, or why there could be a grammatically appropriate 

reason for switching tenses in this way.  It is much more likely that the student simply 

does not feel the difference in tense here.  Perhaps he has learnt the first subordinate 

clause as an idiomatic whole (though it also contains a error in article use), and simply 

adds it as it is to the matrix clause in the past tense.  It is noteworthy that this particular 

student is not a particularly poor student, since he is in a top stream class and in 4
th

 year.       

 

What seems to be happening, therefore, if we consider both these exposition texts and the 

narrative texts discussed in chapter x, is that students to a large extent fail to control their 

usage of the past tense.  Although the context and the type of error involved is different 

what is similar is that there is a large number of failures to make the correct choice of use 

of the past tense.  This error may be underuse or overuse, but in either case it is the wrong 

choice in what is a two choice (past vs. non-past) tense system.  The fact that students err 

so consistently in their use of past tense in this way would seem to indicate that they have 

not internalized the concept of tense in English in such a way that they recognise the need 

for a choice in any sentence between one of the members of the binary pair, past or non-

past.   

 

In terms of the effect of text type on their error, it is clear that there is such an effect.  In 

narrative texts there are considerably more errors in non-use of past tense where past 

tense is required.  The reason for this is clear in that narrative texts require a much greater 

number of instances of past tense than most non-narrative texts.  However, one might 

hypothesise that because the use of past tense is so clearly prevalent in past tense texts 

then students would be sensitized to the presence of this tense and therefore be more 

aware and make fewer errors.  This effect would be heightened also by the increased 

practice of this text type.  We found above in chapter x that this heightened sensitivity to 
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the past tense in narrative texts was non-existent and that instead the increased number of 

past tense examples simply led to a concomitant greater number of errors. 

 

In exposition texts, as we saw above, the opposite error is found, such that there is an 

overuse of the past tense.  The correlation of error type with text type is such that we can 

say clearly that students‟ errors in the use of the past tense are dependent on text type.  

On another level, however, we could argue that text type merely pushes the direction of 

the error one way or another.  Both text types have errors in past tense usage, the error is 

simply either under- or overuse of the past tense.  Each text type, therefore, has a specific 

pattern of errors, but there is an underlying pattern common to both text types, lack of 

control of the past tense.  This surfaces in different forms in different text types, but the 

underlying problem is the same, failure to appreciate that the past/non-past tense 

difference is a crucial feature of English sentence structure.  This lack of understanding 

manifests itself differently in different text types, but although the symptoms might be 

different, the underlying pathology is the same.  

    

Recommendations 

It would seem, therefore, that text types do have an effect on student errors, so it would 

be possible to focus on particular student errors in the context of particular text types.  

Thus we could focus on the past tense in narrative texts, for example.  However, since the 

type of tense error is dependent on text type but the fact of having a tense error is not, 

then perhaps a broader approach is necessary.  What seems to be the basic problem is not 

the alignment of text type with a particular tense but the awareness of tense itself as a 

basic issue in any writing.  So rather than just teaching tense within the framework of a 

text type, there needs to be a focus on tense itself at some point.   

 

The lack of appropriate choice of tense in particular text types arises first of all not from a 

lack of awareness of which tense is suitable for that text type, but rather from a 

consciousness of tense as a category at all.  What needs to be made conscious is the 

necessity in any sentence in English of a basic choice of past or non-past in any finite 

verb.  How to do this is of course somewhat problematic, but the use of text types would 
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seem to be a path.  Thus narrative texts do overwhelmingly tend to use the past tense as 

opposed to present tense, so the choice here is not particularly difficult in many cases.  It 

would therefore make sense to start with past tense in narrative texts.  What seems to be 

problematic, though, as mentioned, is not the actual use of the past as such.  That is what 

comes out from just looking at the narrative texts.  However, if we step back and look 

also at the exposition texts, we can see that the problem is the idea of making a choice of 

tense in any finite verb.  What needs to be taught is not, it would seem, then the use of 

past tense in narrative texts, but the need to choose tense in any text.  A suitable way into 

the area of choice of tense would then be the choice of the past tense in narrative texts, 

since this is a relatively straightforward choice. 

 

The same problem, choice of a particular tense, would then reoccur in exposition texts, 

but in this case it is a somewhat more difficult area, in that tense does not co-occur with 

text type here to the same extent.  Consequently, it is more difficult to choose the 

appropriate text type for that context.  However, if the focus in any text type was on the 

choice of tense, then it would be easier to move on from tense choice in narrative to tense 

choice in exposition.  At the least it would seem less likely that a student would make 

errors like “Tutong was the third largest district in Brunei” if the focus was on choice of 

tense.   

 

The recommendation, therefore, is that the overall framework for teaching any text type 

should include a focus on tense choice.  Notice that is tense choice, not the past or present 

tense.  At the moment, what we have is a focus on the past tense in narrative texts, the 

present tense in descriptive texts, etc, not a focus on tense choice as such.  Rather than 

this we should have an overall framework relying on the idea of tense choice, with the 

concept of tense choice gradually becoming more difficult as it introduced via text types 

where a particular tense choice is relatively unproblematic first of all, then extended to 

other text types where it may become more problematic.    
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CHAPTER 5 The Use of Imperatives in Instruction Texts  

 

   Alistair Wood 
Introduction 

Chapters 3 and 4 have already established that there is a relationship between errors in 

tense and text type, with an underuse of the past tense in narrative texts and an overuse in 

exposition texts.  With instruction texts, another aspect of verb use was investigated, 

since past tense use was unlikely to be a significant factor in such texts.   Within the text 

type instruction the genre investigated was that of recipes, since what they were asked to 

do was to give instructions on how to make your favourite food or drink.  Clearly, this 

would not be likely to lead to a simple recipe format, as if in a cookbook, but it was 

predicted that it would be likely to include the use of the imperative as is typical in such 

text types, whether recipes or textbooks giving lab procedures.   

 

In the latest school textbook (Gateway to English ‟) the text type is indeed illustrated 

within the context of giving instructions as to how to make a particular dish, so it was 

thought that they would be familiar with both the text type and genre, since „giving 

instructions‟ is introduced as early as Primary 4.  This means that all 3 years in the survey 

(secondary 3-5) should have covered the text type.  It was hypothesised, therefore, that 

they would be able to use the imperative appropriately to give instructions.  

  

Methodology 

It is clear that the imperative is not the only grammatical feature which is typical of the 

text type instruction or the genre recipe.  Recipes, for example, include features such as 

atypical use of the zero article where the definite article might be expected in other texts.  

However, we were not focusing on the genre of recipe as such, rather the recipe as an 

instance of the text type, giving instructions.  As a result, we wanted to focus only on 

those features which were typical of this text type.  Clearly, the most obvious 

grammatical feature of such texts is the use of the imperative verb form, particularly the 

imperative with the base form of the verb and no overt subject present, the unmarked 

imperative form.   
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This is not to say that only such forms are used in giving instructions, even instructions 

on how to prepare a dish.  Other forms, like the use of modals, the present tense with 

plural first person, e.g. „we pour in the remaining ingredients‟ etc will also be found.  

Nevertheless, for the purposes of this analysis, we analysed only the presence of the 

imperative.  First of all, the database was filtered for „instruction‟ under text type and a 

total of 147 texts extracted.  Then each text was read to establish whether the dominant 

verb form was the imperative. If a text had mostly imperatives with a couple of instances 

of, for example, „we must‟, this was accepted as „imperative‟.  If, however, a text had 

mostly the first person plural present with only a couple of imperative forms, this was not 

marked as using the imperative.  In some instances, it was unclear whether the imperative 

form was being used, since what was found was the base form of the verb with no 

subject. However, the presence of first person forms elsewhere in the text indicated that 

what was probably being used was a first person verb form with no subject.  There were 

no instances, though, where such a use of the first person led to doubts as to whether the 

text was predominantly imperative or not. 

 

Results 

The results of the analysis can be seen in Table 1.   

 

 Nos. Using Imp. Total Nos. % Using Imp 

3
rd

 Year 9 57 16% 

4
th

 Year 16 49 31% 

5
th

 Year 7 41 17% 

BSB 14 30 43% 

Temb. 9 40 23% 

Tutong Girls 8 46 17% 

Tutong Boys 1 31 3% 

Female 22 87 25% 

Male 10 60 17% 

Total 32 147 22% 

 

Table 1: Numbers using predominantly imperative forms in instruction texts. 

 

It is clear from Table 1 that there is not much use of the imperative form in these texts, 

with only a little over a fifth (22%) of students using the imperative predominantly in 

these texts.  Even the highest level students, those of BSB, still use the imperative form in 



 46 

less than half the texts (43%).  This compares for example with the much greater level of 

use of the correct past tense forms by BSB students, which went from around 74% in 

year 3 to around 94% in year 5 (see chapter x).  Therefore, even the best students seem to 

have a much lower level of control of this verb form. 

 

The other schools lagged behind even this usage, with Temburong students coming in 

around the average use, but the Tutong girls falling behind with 17% appropriate usage 

and the Tutong boys having a miniscule 3% success rate.  The impression given that the 

girls outperformed the boys in this area is reinforced by comparing the success rate by 

females and males, 25% and 17% respectively. 

 

In terms of the years, it seems that the 4
th

 year students performed somewhat better than 

either the 3
rd

 years of the fifth years, with 31% controlling the form, while only 16% and 

17% did so in 3
rd

 and 5
th

 years.  The students performed so poorly in this area that a 

check was run to establish whether by some chance more low level students had covered 

this text type.  Although, teachers were instructed to distribute texts at random to all 

levels, it may have been the case that more level C students received these texts.  To our 

surprise, it turned out that the opposite was the case, with fewer level C students than 

level B, 48 to 34 (there are increased numbers of level A in any case since all BSB 

students were considered as level A). 

 

Discussion 

It would appear then that the students in this study had considerable difficulty in using 

the imperative in instruction texts.  This is not to say that they used it wrongly, in the 

sense of not knowing the correct form.  Occasionally, there are some instances of the 

wrong form of the imperative, e.g. the use of past tense or participle form instead of the 

base form of the verb, as in „Prepared all the ingredients necessary and cut all the fruits 

into smaller pieces‟.  However, this is rare and the problems most of the time seem to be 

not the wrong form of the imperative but the lack of use or considerable underuse of the 

imperative form at all.   
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What seemed to be the most common form used was the first person singular present 

tense (48 scripts where this was the most common form).  In addition, there was also 

common use of the first person plural present and the first person past, as well as a 

frequent use of a number of different forms in the same text.  What seemed to be 

happening therefore was rather the use of a description text type in place of an instruction 

text type.  Students described what they did when they made their favourite dish rather 

than giving instructions on how to make the dish.   

 

The reason for this is unlikely to be down to the inherent difficulty or complexity of the 

imperative form itself, since by any linguistic measure the form of the imperative verb, 

the base form of the verb, is the simplest possible form.  All the forms used in place of 

this, whether the first person singular present or other forms like the „will future‟, were 

more complicated than the target form.  It would appear, therefore, that what is causing 

the problem is lack of awareness of the requirements of this text type.  This may be due 

to a number of factors, ranging from a lack of instruction or practice with this text type to 

an unsuitable model.  Although this text type is included in the second year syllabus  

students do not seem to be aware of it in many instances.  Since the imperative is a very 

specific verb form, it is perhaps not so likely to appear in text types other than giving 

instructions, in the way that different verb forms might appear, for example, in an 

exposition, or even a description, text.  Students, therefore, may simply have forgotten 

about its use. 

 

Another possibility is that this text type is not correctly presented.  In the secondary 

textbook Gateway to English Student‟s Book  2 (which is, however, a new textbook and 

was probably not used by years 4 and 5) the unit on food includes a section on „Baking a 

chocolate cake‟.  However, this is not actually a model recipe and the workbook, where a 

recipe is given, asks them merely to mix and match the imperative verb and the rest of the 

instruction.  Students themselves, therefore, do not produce imperatives.  This is not to 

say, of course, that they do not do other exercises where they produce imperative 

instructions, and there is fact another workbook where imperatives are practiced as part 

of describing how to carry out a science experiment.  Nevertheless, the lack of such an 
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exercise is indicative of the fact that they may not have had sufficient modeling or 

practice in the use of the imperative. 

 

Imperatives, and instructions for making food in the form of recipes, were in fact 

introduced much earlier, in Primary 4, so the students should definitely be familiar with 

the imperative.  This pattern of introduction of a grammatical form in the primary only 

for it to be reintroduced in the first two years of secondary school is fairly standard for 

most structures, however, and cannot be said to be a specific causal factor as regards this 

form as opposed to other verb forms.  Nevertheless, it seems probable that students do 

not practice sufficiently the use of the imperative so that it does not automatically come 

to mind when they are asked to write even a genre like the recipe which is normally 

associated with this verb form. 

 

The question as to whether students‟ errors are dependent on text type is rather moot in 

the case of the failure to use the imperative in the case of instruction text.  Since the 

imperative is most likely to be found in the text type „instruction‟ and they fail to produce 

the imperative in this text type it is rather the case that the students‟ errors are in spite of 

the text type rather than the cause of it.  Rather as with the use of the past tense in 

narrative text, the text type was calculated to predispose them to the use of a particular 

structure.  That the students could not produce the required text type in this context would 

seem to indicate that they could not properly handle the text type. 

 

It is not so much the case that the students‟ errors are dependent on the text type but 

rather that full knowledge of that particular text type would require the correct use of 

certain structures.  That students could not generally produce the structure in this context 

certainly shows that they did not have full command of the text type.  But it also shows 

that they do not have full command of the structure.  Full command of any structure 

involves knowing not only the correct form but also the correct use.  Knowledge of use 

includes such factors as knowledge of genre and knowledge of text type.  Someone 

cannot be said to have full knowledge of the imperative in English if they are not aware 

of the fact that the imperative is used to give instructions and is part of the recipe genre.   
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So, for these students, their errors were genre- and text-type dependent in the sense that 

they were not aware that this form was a classic aspect of this genre and text type.  The 

errors were not text-type dependent in the sense that they made more or less errors in the 

imperative form in this particular text type as compared to others.  In other text types like 

the narrative they made very little use of the imperative form so made few errors.   

 

It follows from the above that all errors are text-type dependent if we include as part of 

the knowledge of a structure how that structure is used, and as part of that use, what text-

type it is used in.  In this sense, students‟ underuse of the past tense in the narrative text 

and overuse in exposition text is also an error which is dependent on text-type.  The only 

way that students‟ errors would not be dependent on text type would be if they made the 

same type of errors in a particular structure regardless of text type.  If we consider this a 

little further, this is quite likely to be the case.  Knowledge of the imperative includes the 

fact that the imperative is used to give instructions.  If you did not understand this fact 

about imperatives then you could not reasonably be said to understand the imperative 

properly.  If, knowing this, you made a significantly different number of errors in 

instruction texts rather than some other type of texts these would unlikely to be errors but 

rather mistakes.  Perhaps in instruction texts you would be more likely to remember that 

instructions make use of the imperative because they come up frequently in such texts.  

However, in other texts where instructions were given, regardless of the text type, you 

would also be just as likely to use the imperative to give instructions.  So it would seem 

that the error here is not so much text-type dependent as simply dependent on the 

directive function.  Directives, though, are more likely to be given and imperatives to be 

used in this particular text type.  

 

Recommendations 

It would seem probable that in the case of instructions what is the problem therefore is a 

lack of familiarity and practice with this text type.  The form of the verb is not inherently 

difficult, in fact the opposite, and the problem seems to be that the students do not 

recognise that the imperative form is needed in instruction texts.  The probably reason for 
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this is that instructions, although introduced as far back as Primary 4, and reintroduced in 

Secondary 2, are not recycled in other contexts. 

 

Although structures are, as mentioned above, introduced at the primary level and then 

reintroduced again in the secondary school, this is not done in a cyclical fashion, but 

introduced as if ab novo.  Structures are not practiced again in a different context, so that 

they become familiar to students.  Instructions are, therefore, introduced and then 

forgotten about rather than being further practiced.  Nevertheless, this should not be a 

major problem in terms of the imperative since the genre asked for, the recipe, is an 

archetypal one for the use of the imperative. 

 

It is likely, therefore, that lack of ability with this particular text type is due mostly to 

lack of practice and therefore lack of familiarity.  Since teachers often focus on the 

narrative text type, it is not surprising that other text types are often pushed to the 

background.  Since text types like instruction though are likely to be of major importance 

in further study, however, far more so than narrative, then more importance needs to be 

given to text types other than the narrative.  As instruction texts are of paramount 

importance in the study of science and in genres like the lab report which they will meet 

later if they take part in tertiary study of science, then it is important that this text type is 

not neglected.   
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CHAPTER 6 Number Agreement in the Noun Phrase across Text 

Types  
 

Malai Ayla Surya Malai Hj Abdullah 

 

Introduction 

Text type is defined for the purposes of this paper as the “categorization of texts across 

genres on the basis of linguistic features rather than purpose and move structure” 

(Chimombo & Roseberry, 1998, p. 435). As certain linguistic features characterize 

certain text types (Biber, 1988), it would seem reasonable to hypothesise that there is 

some correlation between text type and the occurrence of errors produced by learners, i.e. 

that certain text types would generate certain types of errors. It would be interesting to 

see if the data from the Brunei Learners‟ Corpus confirm this.  

 

As learner language is an area of study that has generated a lot of interest over the 

decades, it is no surprise that a number of small scale studies have been carried out both 

locally and regionally, for example by Sisouvanxay (2001) who studied Lao university 

students‟ errors, Bourke (1999) who investigated the proficiency of secondary school 

students in Brunei and Norhayati (2002) who studied the grammatical knowledge of 

lower secondary students in Brunei, to name but a few. These have involved studies on 

the causes of errors, the types of errors produced and the most frequently produced errors. 

Until recently, locally based studies on errors occurring according to text type have been 

practically non-existent. One of the first studies was carried out by Wood (2007) who 

looked at errors according to text type in the area of tense usage and has proved to be an 

important step towards filling the gap in the literature on Brunei Learner English. This 

study hopes to contribute further to enriching the pool of knowledge on erroneous use 

according to text type in Brunei Learner English. 

 

Aims 

This paper is a preliminary study on the extent to which learners‟ ability to apply number 

agreement in the noun phrase accurately depends on the text type in which they are 
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operating. It is hoped to be the start of the process of answering the research question: 

Are learners‟ errors text-type dependent?  

 

In order to do this, the author has elected to study the number agreement in the Noun 

Phrase (Quantifier + (Adj.) + Noun) by only focusing on the use of two quantifiers, 

namely „a‟ and „some‟. A secondary aim of this paper is to identify the types of erroneous 

use or the patterns of erroneous use of the two quantifiers under study. 

 

Methodology 

The whole corpus was divided into 5 corpora based on the different text-types: 

description, narrative, exposition, instruction and argument. Three common quantifiers 

were chosen based on their appearance on Concapp‟s Unique Word List. These 

quantifiers were „a‟, „some‟ and „most‟. It was decided to use the whole corpus so that 

there would be enough data for this paper, as „some‟ and „most‟ did not prove to have 

been used as often as „a‟. Using the concordance facility available on Concapp, each 

corpus was searched using the quantifiers „a‟, „some‟ and „most‟ as search items. 

 This produced a series of Key Words in Context (KWICs) which provided the data to be 

analysed. 

 

The study of the determiner „a‟ in this paper was limited to its function as a marker of 

countability, i.e. as a synonym of one. Its indefiniteness function and the 

indefinite/definite distinction were not incorporated in this study. Thus, for the purposes 

of this paper, the indefinite article „a‟ is treated as a quantifier „a‟, where it can be used to 

mean „one‟ in the construction „a + count noun‟.  Also, combinations such as „a few‟, „a 

lot of‟, and „a little‟ were discarded. „Some‟ was also limited to its function as a 

quantifier. Instances in which it was used as a pronoun were not included in the findings 

of this paper.  

 

The quantifier „most‟, however, was abandoned as all data showed correct usage of 

„most‟ as a quantifier. Also, it was found that „most‟ was more often used as an 

intensifier for Adjectival Phrases than as quantifiers for Noun Phrases. 
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Thus, the data set was reduced to only two subcorpora per text type. Each subcorpus was 

analysed for errors, the results of which were then tallied and averaged. These numbers 

were then compared across the five corpora/ text types to see whether the errors are 

indeed text type dependent. 

 

Results 

Analysis of the errors present in the Brunei Learners‟ Corpus has revealed the following 

results which have been summarised as a series of tables. 

 

1. Overview of the Corpus 

 

Text Type No. of Scripts No. of Words Ave. Length of 

Script 

As a percentage 

of the whole 

corpus 

Argument 144 23,170 160.90 15% 

Description 160 29,713 185.71 20% 

Exposition 144 32,446 225.32 22% 

Instruction 147 25,421 172.93 17% 

Narrative 169 38,930 230.36 26% 

 

Whole corpus 

 

764 

 

149,680 

 

196.00 

 

100% 

 

Table 1 Overview of the corpus 

 

Table 1 summarises the overall numbers of the whole corpus. The numbers show that the 

Narrative text type has the most number of words, which is unsurprising as it has the 
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most number of scripts. In addition, this text type elicited the highest average length of 

script when compared to the other text types.  

 

In contrast, the Argument text type produced the smallest number of words, about 15,000 

less than the Narrative text type. It also has the least number of scripts, a feature it shares 

with the Exposition text type. However, unlike the Exposition text type, which has the 

second highest average length of script, the Argument text type has the shortest average 

length of script when compared to all other text types. 

2. Overview of the distribution of „a‟ and „some‟ across text types 

 

 

Table 2 Overview of the distribution of „a‟ and „some‟ across text types 

 

According to the figures presented in Table 2, both Description and Narrative text types 

have the most number of instances of what may be termed as quantifier „a‟. However, 

learners seem to have few problems with using „a‟ as a quantifier (as a word used to 

mean „one of these count nouns‟) in these text types as the figures show that out of 776 

occurrences of „a‟ in the Description texts, only 47 of them were inaccurate, a mere 6%; 

Text type Total number of 

occurrences 

 

Number of 

occurrences 

which are 

accurate 

 

% 

Number of 

occurrences 

which are 

inaccurate 

 

% 

Argument  

A 372 293 79 79 21 

Some 54 48 89 6 11 

Description  

A 776 729 94 47 6 

Some 44 38 83 6 17 

Exposition   

A 483 438 91 45 9 

Some 25 20 80 5 20 

Instruction   

A 476 403 85 73 15 

Some 190 179 94 11 6 

Narrative  

A 777 697 90 80 10 

Some 58 53 91 5 9 
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and that out of 777 occurrences of „a‟ in the Narrative texts, only 80 were found to be 

inaccurate, a mere 10%.  

 

The Exposition text type and the Instruction text type have similar numbers of 

occurrences. However, there is a larger difference in the number of inaccurate instances, 

as it is 45 (9%) for the Exposition texts, and 73 (15%) for the Instruction texts. 

 

Most noticeable perhaps is that Argument texts have the least number of occurrences of 

„a‟ as a quantifier, at 372. However, it has the highest percentage of inaccurate instances 

at 21% (79 out of 372). 

 

For the case of „some‟, the most notable finding is that the Instruction texts far outstrip 

the other text types in the number of occurrences. However, it has the lowest percentage 

of inaccurate instances (6%). The text type with the least number of occurrences of 

„some‟ as a quantifier is the Exposition text type which only clocked 25 occurrences. 

Conversely, it has the highest percentage of inaccurate instances across the five text types 

at 20%. 

 

However, overall, the learners do not seem to have any serious problems with number 

agreement in the noun phrase as most text types noted a success rate of 79% and above 

for both quantifiers. 

3. The error types across text types for „a‟ 

This section analyses the error types found in each text type and their frequencies. 

 

Error type Overall total 

number of 

occurrences 

Occurrence according to text type Most 

commonly 

found in 
A D E I N 

A + Plural 

 

98 18 19 13 14 34 N 

A + Uncount 

Noun 

145 55 7 11 51 21 A 

A + Adj - Noun 

 

22 2 4 6 2 8 N 

Double 

marking of 

10 1 4 - 2 3 D 



 56 

determiner 

Gratuitous „a‟ 

 

28 5 1 

 

9 1 12 E 

 

Table 3 The types of error produced by learners when using „a‟. 

 

Overall, „A + uncount noun‟ is the most common error type and this was found to be 

most problematic in Instruction texts and Argument texts. The second most frequent error 

type is „A + plural noun‟ which was found to be most problematic in Narrative texts. Of 

course these error types are incomplete as the methodology did not allow for the 

inclusion of omission of „a‟ from obligatory contexts. Below is a brief description of each 

error type which was documented. 

A + plural noun 

This was the second most frequently documented error type. Figure 1 shows some 

examples of this type of error: 

 

 the good healty we must take a fruits. The often we take the  

tamin and more.  Only prepare a oily dishes once a week. Eat m 

 stomac. He feel that he like a pregnant women. Suddenly he lo 

y. It also made our body have a problems. That's why we have t 

h eating junk food will cause a serious problems in our health 

s and for sure our body too.  A things such sweets, sugars ice 

.  Healthy food also good for a womens who want to look pretty 

 

Figure 1: Some examples of „a + plural noun‟ errors 

 

Here it seems that the learners have overlooked the meaning of „a‟ as „one‟. Could this be 

seen as a type of overgeneralisation in that all noun phrases must begin with „a‟? 

 

A + uncounable noun 

This was by far the most frequently produced error. Examples of this type of error are 

shown in Figure 2. 

eyes. and small nose.  I have a fair skin.        I have quite 

much from their children, and a fairly great encouragement to  

hey want this is Temburong is a fresh air and peaceful I love  

 always help my mother and do a homework like cooking, washing 

grow a padi. The padi is like a padi pusu, padi bario and othe 

urong pepole was like to grow a padi. The padi is like a padi  

at did you do there, don't do a seks okey I am here many work  

ut 1.73 meters tall and I had a smooth and brown skin complexi 

urfing Internet.  When I have a time I went to the complex  fo 

my father and my mother to do a work in a home.  Sometimes, I  
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Figure 2: Some examples of „a + uncounable noun „errors 

 

This is a problem with quantifier usage in a sense, as the learners have failed to 

appreciate that „a‟ cannot be used to count uncount nouns. However, this seems to be 

more a problem of recognising uncount nouns as opposed to unskilled application of „a‟. 

The data suggest that learners have made the overgeneralisation that any noun without 

the suffix „–s‟ is a singular count noun, and should be preceded by „a‟.  

 

A+ adjective - noun 

This error involves incomplete Noun Phrases. The quantifier „a‟ is used to premodify the 

noun phrase, but the learner has mistakenly taken the adjective to be the noun phrase. 

Thus, it is basically „a‟ + adjective. Figure 3 shows several examples of this type of error. 

 

amaged. The healthily food is a good for our body and body bec 

he caused of eating junk food a serious when they take it too  

et.        A balanced diet is a small that contains all the fi 

 

Figure 3: Some examples of „a+ adjective – noun‟ 

This error seems to stem from an incomplete knowledge of word class, and of the fact 

that „a‟ has to be followed by a noun phrase headed by a singular count noun. Learners 

have failed to learn that you can only count nouns, and not adjectives. Hence, in order to 

use „a‟, one needs a singular count noun. 

 

Double marking of quantifier 

This error is arguably the most severe error even if it is not the most frequent. This is 

because it clearly ignores one of the most basic functions of „a‟; i.e. as a synonym for 

„one‟, as in  „I am 17 years old. I have a nine family members‟ and „If I have ee the 

mirror he wants to see a her body and he was petrified‟.  

 

Gratuitous „a‟ 

This error type merely refers to the superfluous use of „a‟ in instances in which it appears 

to just be randomly placed somewhere in the text. Sometimes it occurs before a verb, 

other times it is placed almost anywhere as shown in Figure 4. 
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 you have enough time or have a got a holiday you can have a h 

d your family just fine. I'am a just fine here. I write this l 

 brother and our parents.  We a live in a medium flat.  There  

Donalds?!  They say Brunei is a quite a boring place, and I ag 

method. The Awang Buncit took a jogging along the street. He j 

 

Figure 4: Some examples of gratuitous „a‟ errors 

 

A possible cause of this error is phonological, as the misplaced „a‟s sound like the natural 

hesitations in speech. It seems reasonable to assume that some of the weaker learners 

think that these hesitations are structurally part of the sentence. Another possibility, 

which is perhaps more plausible, is their incomplete knowledge of the word classes, for 

example, mistaking verbs for nouns. 

4. The error types across text types for the quantifier „some‟ 

 

Error type Overall total 

number of 

occurrences  

Occurrence according to text type Most 

commonly 

found in 
A D E I N 

Some + 

Singular count 

noun 

 

26 5 5 4 7 5 I 

Some + Plural 

uncount 

 

3 1 - - 2 - I 

 

Table 4 The types of error produced by learners when using the quantifier „some‟. 

 

This quantifier did not prove to be as eventful as „a‟.  Overall, only „some + singular 

count noun‟ proved to be slightly problematic for some of the learners as out of 371 

occurrences, 26 were inaccurate. For „some + plural uncount‟, the figure is even smaller, 

with 3 inaccurate uses out of 371 occurrences. Below are some examples of these errors: 

 

Some + singular count noun 

Here it appears that the learners have yet to master the function of „some‟ as a quantifier 

which means „more than one‟. Some examples are shown in Figure 5. 
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.    In morning you must have some cup of teh or malk. Smoking is 

e most important when we take some diet.  In our body we must tak 

 that eat too many.     I got some tip about what to eat and not  

that are useful are berry and some vegetable.        When we are  

 

Figure 5: Some „some + singular count noun‟ errors 

 

Some + plural uncount noun 

This error type, as in the phrases „and lazy to do some works’ on the other hand, is 

indicative of further problems with uncount nouns. Here the learners have 

overgeneralised the function of „some‟ to mean that it must always accompany a plural 

noun (count), when it can also be followed by a mass uncount noun such as: some work. 

 

Conclusions 

The data from the whole corpus indicate that the use of „a‟ and „some‟ to mark number 

agreement in the noun phrase has by and large been done successfully. However, this 

study only focused on instances in which the use of „a‟ as a quantifier is attempted. As 

mentioned earlier, this study did not include errors of omission in obligatory contexts. If 

it had, the numbers would probably be quite different. The question remains however 

whether or not the errors that do occur are text type dependent. 

 

The numbers suggest that some errors are indeed text type dependent, at least at the 

surface level. Based on the data, it appears that „A + Plural noun‟ is most commonly 

found in Narrative texts, and that the error „A + Uncount noun‟ is produced most in 

Argument texts (55 occurrences), closely followed by Instruction texts (51 occurrences). 

The results for the other error types are negligible. 

 

Upon closer inspection, however, the figures show no clear definite pattern. It would 

seem that a better explanation for the results, in particular for the occurrence of „A + 

Uncount noun‟ is that the errors were an artefact of the exercises used to elicit the data. 

Two of the text types, Argument (21%) and Instruction (15%) had a definite bias towards 

food. The first involved writing a speech persuading the audience to drop junk food and 

to eat more healthily and the second involved writing instructions for the preparation of 

their favourite food. This is significant because many nouns associated with food are 
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uncount nouns (e.g. food, milk, water). Thus, these results would suggest that errors are 

not text type dependant but topic type dependent. 

 

Another possible explanation for these numbers is the spread of occurrences between the 

three areas, BSB, Tutong and Temburong. Is the best school of the four, namely the 

school in BSB, over-represented in the corpus? After analysing the figures represented in 

Table 5 below, it would appear that this is not the case. 

 

 Argument Exposition Description Instruction Narrative 

BSB 31 35 32 30 37 

Tutong 40 31 52 46 49 

Tutong B 32 38 37 31 37 

Temburong 41 40 39 40 46 

 

Table 5 Distribution of text types according to school.   

 

As can be seen, the number of scripts from the BSB school has remained fairly constant. 

The only fluctuations appear in the weaker schools, and this does not seem to have 

adversely affected the results.  

 

Recommendations  

This paper has shown that, at least for the case of number agreement in the noun phrase 

using „a‟ and „some‟, erroneous use is not dependent on text-type. However, it would be 

interesting to see if these results are the same for other grammatical constructions. In 

addition to the research described in Chapter 3 and this paper, other studies could be done 

to ultimately answer the question: Are learners‟ errors text type dependent? These studies 

could be based on the findings of other studies which have focused on frequency of 

errors. For example, Malai Ayla (2003) found that Tense- Aspect errors were the most 

errors made by Form 2 and Form 4 students, with no improvement in the more advanced 

class. It would be worthwhile to investigate whether or not Tense-Aspect errors are the 

most frequently found errors in all text types.  

 

Another recommendation is to design activities for students which will enable them to 

notice their output. The researcher believes, based on observation, that some learners do 
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not feel responsible for their own output. They seem to think that they have no control 

over what they write, and that getting a good mark in English is based on pure luck. The 

author recommends that activities are designed to empower the learners with the idea that 

they can correct or proofread their own work, and to activate their „monitors‟ and use 

whatever rules they have learnt actively. 
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CHAPTER 7 A Comparison between Rural School Pupils’ and 

Urban School Pupils’ Use of ‘Much’ and ‘Many’ 
 

Alex Henry 

 

 

 

Introduction 

As seen in previous chapters of this report, there is a striking difference within the corpus 

in pupils‟ ability to use common grammatical features in standard form. The aim of this 

chapter is to continue this line of investigation by trying to identify pupils‟ stages of 

development when using two very common grammatical words, „much‟ and „many‟. 

Such an investigation allows us to describe the pupils‟ language development in its own 

right, rather than simply comparing it to the target language (Ellis and Barkhuizen, 2005). 

This allows us to identify the sequence of language acquisition as pupils move through a 

series of „transitional structures‟ (Dulay, Burt and Krashen, 1982) on their path to the 

target structure.  By identifying the paths of development, it might be possible to 

determine when and how teacher intervention might be effective. The sub-corpora in this 

study this study were Forms 3, 4 and 5 in S. M. Sultan Hassan, Temburong and Maktab 

Sains, BSB. 

 

Method  

The six sub-corpora Temburong Form 3, Temburong Form 4, Temburong Form 5, BSB 

Form 3, BSB Form 4 and BSB Form 5 were used for the investigation. Each corpus was 

investigated using the „Search‟ facility on Concapp. This generated a series of KWICs 

which were then „right sorted‟ using the “Sort‟ facility to produce KWICs sorted 

alphabetically to the right. The KWICs were then pasted into 2 Microsoft Word files 

named according to the schools and arranged by form. This procedure was carried out 

twice using the search terms „much‟ and „many‟. The KWICs for each forming each of 

the two schools were then classified into two main categories Correct or Incorrect, and 

then further sub-divided based on how they were used syntactically. 
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Results 

Many 

Temburong pupils‟ use of „many‟ 

The pupils use of „many‟ is shown in Table 1. The data in the table are obviously of 

limited value as they do not show to what extent pupils are progressing through a 

learning process. On the surface it would appear that the pupils are learning how to use 

„many‟ as they move from Form 3 to Form 5. 

 

Form Non-standard Standard Total 

3 33 36 69 

4 20 28 48 

5 3 18 21 

Total 56 82 138 

 

Table: 1 Overview of use of „many‟ by Temburong pupils 

 

In order to understand to what extent actual learning is taking place we need to look at 

the data more closely in order to consider it in terms of language development. An 

analysis of the concordances of „many‟, as a determiner, from Forms 3, 4 and 5 in 

Temburong reveal a possible set of developmental structures (1-3 below) before the 

target structure (4) is reached: 

1. many without a noun (There are so many interisting in Temburong) 

2. many with an uncountable noun (First we must know how many rice we want to 

cook) 

3. many with a countable noun without the plural marker (There are many beautiful 

site in my country) 

4. many with a plural countable noun (The house is surrounded by many colourful 

flowers and orchids) 

 

This analysis and description allows us to follow the developmental path taken by the 

pupils in Temburong and to compare it with the developmental path of pupils in BSB. 

Table 2 shows the distribution of the occurrences of each of the developmental structures 

in the Temburong corpus. 

 



 64 

 

Form many + no 

noun  

Many + 

uncountable 

noun 

many + 

countable noun  

– plural 

morpheme 

TARGET 

many + plural 

countable noun  

Total 

3 4 12 17 36 69 

4 3 3 14 28 48 

5 0 1 2 18 21 

Total 7 16 33 82 138 

 

Table 2: The developmental stages of the use of „many‟ in Temburong 

 

It looks as if the pupils in Temburong are gradually learning the many + countable noun 

pattern as the number of errors decrease as we move across the table from right to left. If 

we look more closely at the Form 3 data we can see some interesting patterns. When 

Form 3 pupils referred to people (people, students, children etc) there was only one error 

(student) out of 17 instances. This may be because they have learned the collocation 

„many‟ + „people‟ through exposure to the phrase or because „people‟, the noun most 

represented in the data, is plural and therefore, does not need any morpheme to be added. 

The nouns which the pupils used incorrectly with „many‟ were the uncountable nouns 

food (5 instances) blood (3 instances), rice (2), oil(1) and sweat (1), and the countable 

nouns flower (5), plant (2), activity (1), site (1), meal (1), forest (1), place (1), student (1), 

supermarket (1), time (1), hill (1) and room (1).  

  

The Form 4 data shows a similar trend with 13 of the 28 correct occurrences combining 

„many‟ with people (12) and friends (1). The incorrect use of many consists of 

combinations with the uncountable nouns blood (2) and cholesterol (1), and a wide 

variety of the countable nouns  brochure (1), flower (2), fruit (1), exercise (1), problem 

(1), spider web (1), story (1), rainforest (1) and the phrases „many kinds of + NP‟ (3) and 

„many of + NP‟ (1). 

 

The Form 5 data indicated that Form 5 pupils have a reasonable mastery of the use of 

„many‟ with 18 instances being correctly combined with the plural nouns and phrases 

people (10), places (4), apples (1), blocks (1), types of tea (1) and windows (1). 
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The Form 5 data shows only three errors; many is used with singular nouns (flower, man) 

on two occasions and with an uncountable noun (blood) on one occasion.  

 

BSB pupils‟ use of „many 

As Table 3 shows the pupils in the BSB school did not use „many‟ as frequently as the 

Temburong pupils. In the Form 5 data this is probably due to the fewer number of pupils 

in the BSB corpus, 33 against 58, but it does not explain the difference in Form 3 where 

the Temburong corpus was made up of 69 scripts against the 71 of BSB, nor in the Form 

4 corpora where both schools had 79 scripts. In addition, the BSB corpus comprised 

42,014 words while the Temburong corpus was made up of 36, 701 words. A more likely 

explanation is that the BSB pupils were using synonyms of „many‟ such as „a lot of‟. 

However, when the search terms „several‟, „a lot of‟, „lots of‟, „numerous‟, „loads of‟, 

„countless‟, „various‟ and „scores of‟, garnered from Microsoft Word‟s Thesaurus, were 

used to search the two sub-corpora, only „a lot of‟, „lots of‟, „several‟ and „various‟ were 

present and they were present in almost equal numbers in the sub-corpora. „A lot of‟ 

occurred 31 times in the BSB corpus and 32 times in Temburong, „lots of‟ 10 times and 

14 times, „several‟ 4 times and once, and „various‟ once and twice. 

 

Form Non-standard Standard Total 

3 9 30 39 

4 1 21 22 

5 0 7 7 

Total 10 58 68 

 

Table 3:  Overview BSB pupils‟ use of „many‟ 

 

The data from BSB, table 4, show a much more rapid path to the target structure. The 

main problem is with Form 3 pupils combining „many‟ with „food‟ on two occasions and 

missing the plural morpheme on „way‟ (2), „campaign‟ (1), „disease‟ (1), „effect‟ (1), 

„place‟ (1) and „reason‟ (1). The word „food‟ was also a cause of the only error in the 

Form 4 data. The Form 4 data was the only source of non-literal use of „many‟with one 

pupil using the metaphor „I decided to jog early, so that not many eyes will catch me‟. 

The pupils of Form 5 only used „many‟ on seven occasions and in each case it was 

standard.  
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Form many + no 

noun  

Many + 

uncountable 

noun 

many + 

countable noun  

– plural 

morpheme 

many + plural 

countable noun  

Total 

3 0 2 7 30 39 

4 0 1 0 21 22 

5 0 0 0 7 7 

 

Total 

 

0 

 

3 

 

7 

 

58 

 

68 

 

Table 4: BSB pupils‟ progress to the target structure 

 

Much 

We now look at how much is represented in the two sub-corpora of Temburong and BSB. 

We begin with an overview of how the two sets of pupils used „much‟ as shown in Table 

5. 

 

Sub-corpora Non-

standard 

Standard Total 

Temburong    

Form 3 5 9 14 

Form 4 2 10 12 

Form 5 3 6 9 

Total 10 25 35 

BSB    

Form 3 1 33 34 

Form 4 6 29 35 

Form 5 0 14 14 

Total 7 76 83 

 

Table 5: Overview of „much‟ in Temburong and BSB 

 

It is interesting to note that while the Temburong pupils used „many‟ more frequently 

than the BSB pupils (135 instances compared to 68) the opposite was the case with 

„much‟. In the BSB sub-corpus, „much‟ was found nearly two and a half times more 

frequently than in Temburong sub-corpus. In addition, when the BSB pupils used „much‟, 

they used it more frequently in its standard form. What these data do not tell us is how 

they used it and whether they followed any developmental pattern. Table 6 summarises 

the non-standard and standard uses of „much‟ in the two sub corpora. 
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 Much + 

countable 

noun 

Much + 

uncountable 

noun 

Non-standard 

in 

comparative 

of adjective 

Unclassified 

non-

standard use 

Total 

Temburong      

Form 3 5 9   14 

Form 4 2 10   12 

Form 5  6  3 9 

Total 7 25  3 35 

BSB      

Form 3 1 33   34 

Form 4 4 29 2  35 

Form 5  14   14 

Total 5 76 2  83 

 

Table 6: The non-standard and standard uses of „much‟  

We look first at the non-standard uses of „much‟ to try to identify any developmental 

pathways. The main non-standard uses found in the Temburong sub-corpora were 

developmental in the sense that they used „much‟ with a countable noun instead of 

„many‟. However, the data show that this non-standard use did not persist to any large 

extent. Of the five Form 3 non-standard uses, one was a straightforward developmental 

stage in that the pupil used „much‟ with „vitamins, but the other four errors as shown in 

Figure 1 were more interesting. In each case the error occurs in the variable phrase „and 

much/many more‟ where „more‟ is used as a pronoun and „much/many‟ is used as a 

quantifier of more. In order to complete the phrase accurately the learner must first, 

determine what nouns „more‟ is referring to and then, decide whether those nouns are 

countable or uncountable. In the case of the errors in Figure 1, either the pupils made a 

mistake in identifying the type of nouns preceding „more‟ or they have learned „and much 

more‟ as a fixed expression not knowing of its variants, or the rule that  governs its 

variants. Interestingly, this variable phrase with „much‟, with or without the error, does 

not occur in the BSB corpus.  

 

nut trees, rambutan trees and much more which is my father is pla 

of orchids, wild flowers and much more. Although the garden is s 

rians, rambutan, 'longan' and much more. There is also a small ga 

be resulting over-weight and much more (refers to ‘effects’).Therefore 

 

Figure 1 Temburong Form 3 pupils‟ errors with „much‟ in a variable phrase 
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The two Temburong Form 4 errors were simply the pupils‟ choice of „much‟ instead of 

„many‟ when quantifying „places‟ and „drinks‟.  The errors made by Temburong Form 5 

pupils are a difficult to classify. The first error is in the sentence 

„If we eat much unhealthy food, it very bad for growth‟ where „much‟ is used instead of 

„a lot of‟ or „too much‟. The second type of error as found in the clauses „but they must 

be eat much balanced diet‟ and „teenager must be not eat to much unbalanced diet‟ is a 

semantic rather than syntactic problem as the adjective „balanced‟ cannot usually be 

„quantified‟, although perhaps in the second case the error could be correct by replacing 

„to much‟ with „a very‟. 

 

The majority of non-standard uses found in the BSB sub-corpora were from Form 4 

pupils: The only developmental use in the Form 3 data was the use of „much‟ instead of 

„many‟ with „sweets‟. Form 4 non standard uses included using „much‟ with „fats‟ (2), 

carbohydrates‟ (1) and „worries‟ (1). In addition, two non- standard uses occured when 

using „much‟ as an adverb to describe a comparative adjective in the phrases „much more 

better‟ and „much more different‟. This type of error could be considered as a problem 

with „more‟ rather than „much‟ as the pupils have not yet learned that the comparative 

element is contained in the „-er‟ morpheme. 

 

Having looked at how pupils‟ used „much‟ in a non-standard form, we now look in more 

detail at how the pupils used „much‟ in standard English to determine the degree of 

syntactic variety. A closer analysis of the KWICs for each of the sub-corpora reveals how 

the 25 standard instances in Temburong and 76 correct uses in BSB were distributed 

among the different possible syntactic structures, as shown in Table 7. 

The most common use is „much‟ used as a quantifier in a noun phrase, with an 

uncountable noun, as in „too much junk food‟. The second most common use was as a 

quantifier acting as a pronoun as in the example „Add sugar but do not put in too much‟. 

In this syntactic pattern „much‟ acts as an anaphoric pronoun referring to an uncountable 

noun or nouns. The next pattern shown in Table 7 is where „much‟ is an adverb with a 

comparative adjective as in „much cooler‟, „much healthier‟ and „much nearer‟. The 
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fourth use of „much‟ is as an adverb describing a verb as for example, in „I like my house 

very much‟. The final use of „much‟ is in variable phrases which might be considered 

idiomatic or metaphorical such as „So much for being clever‟. 

 

 

 

Use of 

Much 

NP with 

Much as 

Quantifier 

 

Quantifier 

as pronoun 

 

Adverb + 

Comparative 

Adjective 

 

Adverb 

+ Verb 

 

Idiomatic 

or 

Metapho-

rical 

Use 

Total 

 

Temburong 

      

3 2 5 1 1 0 9 

4 6 1 0 3 0 10 

5 2 1 0 3 0 6 

Total 10 7 1 7 0 25 

 

BSB 

      

3 20 12 0 0 1 33 

4 12 3 8 6 0 29 

5 2 3 1 4 4 14 

Total 34 18 9 10 5 76 

 

Table 7: The different uses of „much‟ in the sub-corpora 

 

 

The most striking feature of these data is how BSB pupils used „much‟ more frequently 

than the Temburong pupils and in a wider array of syntactic patterns. This would have 

allowed them to provide much richer description in their writing. BSB pupils also used 

„much‟ in the phrase with the structure „So much for + V-ING (+ NP)‟ to refer, in a 

sarcastic manner, to an activity which had been expected to be successful but which 

turned out not to be. Examples of this structure found in the corpus are: „So much for 

getting fit‟, „So much for keeping fit‟ and „So much for losing weight!‟ In addition the 

the phrases „I am not so much of a bookworm, myself‟ where „not so much of a‟ is used 

to introduce a contrast,  and „There's nothing much to say‟ where „nothing much‟ is used 

by the writer to indicate that there is nothing worthwhile to say about a particular topic or 

event, were also present in the corpus.  
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Conclusions 

The main findings of this study indicate clear differences in the use of „much‟ and „many‟ 

in the sub-corpora of Temburong and BSB. With regard to the use of „much‟, the 

variability of the data from Temburong can be explained by considering the 

developmental route to grammatical accuracy: In Form 3, 48% of the occurrences were 

grammatically inaccurate and in Form 4, 42% were inaccurate while only 14% were 

ungrammatical in Form 5. A breakdown of the types of errors made, as shown in Table 2, 

shows a clear developmental path to the target structure. Pupils in the BSB sub-corpora 

however, reached the target structure much faster. A similar pattern emerges from the 

analysis of the use of „much‟. The BSB sub-corpus contains more instances of the use of 

„much‟ and it is found in a wider range of syntactic patterns. The man implication of this  

analysis is that while pupils in Temburong are concentrating on using both „much‟ and 

„many‟ accurately in their simplest syntactic patterns, pupils in BSB, having mastered 

these structures, are able to move on to more complex structures and use them in their 

writing. This mastery of basic English syntactic structures would also allow teachers in 

BSB to concentrate on other aspects of language such as, more complex syntactic 

structures and the discourse structures of written genres.  
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CHAPTER 8 An Investigation into Pupils’ Use of the Common 

Verb ‘Look’. 
 

Alex Henry 

 

Introduction 

In his pioneering research into the importance of fixed and variable phrases in natural 

language production, Sinclair (1991) showed that language can be produced by two 

different processes: the open choice principle and the idiomatic principle. During 

language production based on the open choice principle, words are seen as individual 

items with individual meanings to be slotted into a grammar pattern independently of 

other words in the pattern. In contrast, a word produced by the idiom principle is selected 

not independently but by the collocational and idiomatic properties of other words.  

Sinclair claims that most language is produced through the idiomatic principle using 

fixed and variable phrases. Of relevance to this chapter is the extent to which Sinclair‟s 

(1991) work demonstrates how frequently used verbs in English have a habit of forming a 

wide range of idiomatic meanings when combining with prepositions. For example, the 

most frequent use of „back‟ is in combination with „come‟ to form the idiomatic 

expression „come back‟ as in „come back to my flat‟. These combinations are the norm in 

natural language use and therefore of great importance for language teachers and 

learners. In the Bruneian context, there are several reasons why the investigation of 

phrasal and prepositional verbs might be of interest. First and foremost is that without a 

firm understanding of how such verbs combine with prepositions, pupils would not be 

able to understand or produce common everyday language. A second reason is several 

researchers (e.g. Cane, 1996) have suggested that phrasal and prepositional verbs are a 

likely area for creativity in terms of the development of a local variety of English. A third 

reason for investigating this area is that even the most advanced learners have problems 

in using strong collocations and idioms (Nesselhauf, 2003). 

Aims 

The primary aim of this paper is to begin the process of determining to what extent 

Bruneian secondary school pupils have mastered the ability to use a common verb in 

collocation with a range of prepositions. 
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The second aim is to identify any verb-preposition combinations which might have been 

used creatively to form elements of Brunei English and to explain their creation in terms 

of learner English and Standard English. 

 

Methodology 

1. In order to identify a common verb or verbs to investigate, a word list of the corpus 

was created using Concapp‟s Unique Word List facility. This created a list of words 

found in the whole corpus and their frequency. 

 

2. Using this list some frequent verbs and their combinations with prepositions were 

investigated using the „Search‟ facility on Concapp which generated a series of KWICs. 

It was found that the verb „look‟ used in different syntactic patterns and in conjunction 

with a range of prepositions was well represented in the corpus. Look was therefore, a 

suitable candidate for a more detailed investigation. 

 

3. The whole corpus was subdivided into three corpora namely, BSB, Tutong and 

Temburong and each of these sub-copora was then further divided into Forms 3, Form 4 

Form 5 thus forming a total of nine sub-corpora. 

 

4. Using the Search facility of Concapp a series of KWICs of „look‟, „looks‟, „looking‟ 

and „looked‟ were generated from each of the sub-corpora. To make analysis easier the 

„Right Sort‟ facility was used to produce KWICs sorted alphabetically to the right. The 

KWICs were then pasted into 3 Microsoft Word files named according to the schools. In 

order to determine which Forms individual lines of KWICs came from, individual 

KWICs were pasted into the search facility of M/S Word, and the corpora above were 

searched.  

 

Results 

The results are presented in a series of tables which show to what extent the pupils had 

mastered the different syntactic patterns associated with „look‟. The actual data generated 
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by the KWICs is shown in the appendices. For the most part, this chapter is mainly 

concerned with identifying the pathway pupils followed on their way to mastering the 

syntax of standard forms of English rather than on focusing on their ability to use correct 

morphology. For example, in the sentence „he look fat‟, this chapter would consider the 

pupils to have used the syntactic pattern of look immediately followed by an adjective 

phrase correctly, even though there is an obvious morphological error in the form of a 

missing „s‟ on the verb.  

Overview of findings 

We start by looking at the different syntactic patterns found in the corpus as a whole. 

  

 Syntactic Pattern (meaning) Example 

1 Look + AdjP    You look tired. 

2 Look like (+ NP) His stomach looks like a 

balloon 

3 Look +  preposition of direction (to look in a 

particular direction rather than at a particular object 

or person) 

He looked under the bed 

4 Look for + NP (to search) I am also looking for a 

penfriend 

5 Look + forward to (to anticipate in a positive way) I‟m looking forward to the 

party. 

6 Look  + through (to browse or sort through) Mr Brown looked through 

the book 

7 Look + at‟ to look at a particular person or object He looked at the deep wound 

made by the dog. 

8 Look + in the mirror (to look at a reflection in the 

mirror) 

But on that day, he looked in 

the mirror and was 

disgusted. 

 

Table 1: The syntactic patterns of „look‟ found in the corpus 

 

As Table 1 shows, eight different senses of „look‟ were found in the corpus. Structures 1 

to 7 in the table are frequently occurring patterns containing „look‟, while pattern 8 was 

included for study in some detail as it was considered of interest to determine if pupils 

were aware of this strong collocation. As mentioned previously collocations are known to 

be problematic for even advanced second language users of English. 
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Look as a copula „look + AdjP; „look like + NP‟ 

In the first two patterns investigated, „look‟ is used as a copula to attribute certain 

characteristics. In the first pattern, look is followed immediately by an adjective phrase as 

in „You look great‟. As Table 2 shows the majority of occurrences found in the corpus 

pupils were standard English. 

 

 

Syntactic Pattern 

Standard Syntax 

 

Non-standard Syntax Total Occurrences 

 

Look + AdjP 

 

73 (96%) 

 

3 (4%) 

 

76 

 

Look like + NP 

 

6 (6%) 

 

4 (40%) 

 

10 

 

Table 2 Pupils use of „look‟ as a copula 

 

The pupils had very few problems when using the basic structure Look + AdjP. Of the 73 

correct uses of the structure, 11 had morphological errors, the most common of which 

were subject-verb agreement (e.g. Although the floor look a little bit messy), and the use 

of two copulas (e.g. It is look very smart). However, when using the second syntactic 

pattern „Look like + NP‟ the pupils were unlikely to produce a structure either with the 

correct syntax or the correct morphology. Of the six instances of correct syntax, four of 

them had morphological errors either with subject-verb agreement or in the noun phrase. 

Of the four occurrences of incorrect syntax, two used „look like‟ rather than „look‟ by 

itself (e.g. the body look like strong), one added a second copula to form „but it is look 

like beautiful and colourful‟, while in the last sentence „. . .  but people look likes fun 

when Fakur exercise‟ the actual error could not be definitely identified. 

 

Look with a preposition of direction meaning to look in a particular direction rather than 

at a particular object or person 

The pupils used a variety of prepositions including „around‟, „back‟, „back at‟, „up‟ and 

„inside‟ with Look, to form seven syntactically and morphologically correct phrases (e.g. 

he looked around his room . . .). The only combinations which were non-standard 

occurred in the one sentence „He didn't looked under but he looked at front‟ in which the 

pupil used „under‟ instead of „down‟, and „at‟ instead of „in‟. Perhaps the reason for the 

pupils‟ use of the standard form was due to the fact that the verb-preposition 
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combinations were quite literal with the prepositions‟ meanings corresponding to their 

base meaning as in the phrase „He looked back and couldn‟t see them . . .‟. In the one 

problematic sentence mentioned above, the pupil was attempting to describe a man who 

tripped over a dog‟s leash which he couldn‟t see. Perhaps, the first prepositional error 

„under‟ for „down‟ can be explained by the fact that both „down‟ and „under‟ have a  

similar literal meanings. The second can be explained by the pupil not having learnt the 

fixed expression „in front‟ and either tried to create a phrase from scratch, or combined 

two phrases such as „at the back‟ and „in front‟. 

 

 „Look for + NP‟ (to search)  

The pupils had few problems creating the standard form of this structure. Of the ten 

occurrences all were correct semantically and syntactically but one instance had a 

morphological error in the noun phrase (is good for the tourist to look for animal and 

plant which the) using two singular nouns instead of two plural nouns. 

 

„Look forward to + v-ing‟ (to anticipate in a positive way) 

This structure appeared only four times in the corpus. It was used correctly in terms of 

meaning in all the occurrences, but none of the sentences was standard English. In one 

sentence the pupil made the wrong choice of tense and aspect by using „will be looking 

forward‟. It is likely that the pupils did not know that the present tense form carried a 

future meaning. In the second occurrence the pupil made the classic syntactic error of not 

using the –ing form of the verb. In the other two the pupils substituted „for‟ for „to‟ in the 

structure.  

 

„Look through +NP‟ (to browse) 

Given that this combination is idiomatic in nature, we might have expected the pupils to 

have some problems. However, of the seven occurrences, six were in standard form. The 

seventh instance (He looked through a book title _keep fit ) may be standard if we 

consider the non-standard form to be in the choice of the word „title‟ instead of „entitled. 

 

The use of look/look with „at‟ meaning to look at a particular person or object (excluding 

use with „mirror‟ in the immediately preceding NP) 
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In this section, we look at the most commonly used pattern found in the corpus, the 

structure Look + at + NP. This is the most commonly used pattern of this verb in the 

English language and so is of particular interest.  

 

In the corpus as a whole, there were 129 occurrences of this structure. Of these about half 

the instances (67) are standard English while the other instances (62) are clearly non-

standard as the required „at‟ is missing or has been replaced by another unacceptable 

preposition. On the surface, these data might be seen as a general movement within the 

education system from learner English to Standard English in Forms 3 to 5. However, 

when we look at the data from the BSB sub-corpus, containing data from pupils at one of 

the best schools in Brunei, it was found that there was only one instance of „look‟ being 

used without the obligatory „at‟ and 17 instances of standard use. In the Temburong sub-

corpus, which contains data from pupils living in a rural area of the country, we find only 

14 acceptable instances of „Look + at‟ and 19 occurrences where „at‟ is missing or has 

been replaced by an unacceptable preposition. What is worrying about this data is the 

distribution of the standard and non-standard instances in Temburong as shown in Table 

3. 

 

Form Instances of Standard 

Use 

Instances of Non-standard 

Use 

3 5 4 

4 8 10 

5 1 5 

Total 14 19 

 

Table 3: Use of look/looked + at in Temburong data 

 

This data shows the pupils as a group have yet to acquire this common, and fairly 

straightforward, syntactic structure. They are more likely to use the non-standard form 

rather than the standard form, even in Form 5. This pattern is repeated in the data from 

the two schools in Tutong as shown in Table 4. 

These data indicate that there has not been a general movement within the education 

system from learner English (Look + NP) to standard English (Look + at +NP). It would 



 77 

seem that for many of the pupils the meaning of „look at‟ is contained in the verb itself 

and not in the combination of the verb and the preposition. 

 

Form Instances of Standard 

Use 

Instances of Non-standard 

Use 

3 13 17 

4 14 17 

5 9 8 

Total 36 42 

 

Table 4: Use of look/looked + at in Tutong data 

 

Look as used in a strong collocation with „in the mirror‟ 

In order to investigate the notion of syntactic creativity, we now look at the special case 

of the phrase „look in the mirror‟ to determine to what extent pupils have learned this 

strong collocation. The results are shown in Table 5. 

 

Syntactic pattern No. of Occurrences 

1. Look + the mirror 1 

2. Look at + mirror 1 

3. Look at + the/a mirror 33 

4. Look + to + the mirror 3 

5. Look + on + the mirror 1 

6. Look + into + the mirror 7 

7. Look + in + the mirror (Standard) 7 

Total 53 

 

Table 5: Syntactic patterns used by pupils when using „look with „in the mirror‟ 

 

The data in Table 5 illustrate the problems most of the pupils, as reflected in the whole 

corpus, have with dealing with this phrase. There appears to be at least two possible 

explanations for the data. The first is that there is a gradual progression from learner 

English to standard English as reflected in the seven syntactic patterns. In the first line of 

the table the pupil has omitted the preposition, in the second line the article „the‟ or „a‟ is 

omitted. In pattern 1, the pupils assume that the most common pattern of Look + at 

applies to „the mirror‟. In the syntactic patterns of 4, 5 and 6, the pupils are aware that 

Look needs to be followed by a preposition other than „at‟. In pattern 6, the pupils are 

very close to the acceptable syntactic patterns but in standard English when someone 
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„Looks into the mirror‟ the person is going beyond looking simply at his or her reflection. 

Of the 53 instances only seven instances of the standard pattern 7 are found. 

 

The second explanation is that the phrase „look at the mirror‟ is used so frequently that it 

is a candidate to be considered Brunei English. When the issue of „look in the mirror‟ 

was discussed with one of the Bruneian participants in this project, she pointed out that 

she had only learned the „correct‟ form during her second year at UBD studying TESL. 

According to our informant, „look at the mirror‟ meaning „look in the mirror‟ is widely 

used in Brunei and she considers it be Bruneian English. The question this raises is has 

this lexico-syntactic feature become part of Brunei English? The answer is probably „no‟, 

since this structure would not seem to satisfy any of the generally agreed criteria for 

inclusion: it does not contribute to a marker of Bruneian solidarity (Svalberg, 1998); its 

use in the standard form would not be seen as being pedantic or pretentious as Martin 

(1996:33) claims would be the case if a Bruneian used Standard Malay rather than Brunei 

Malay; it does not express a non-standard meaning; it is not innovative; and it does not 

allow Bruneians to express their culture more accurately nor does it help them avoid 

expressions that would somehow be inappropriate to their culture (Cane, 1996). A more 

likely answer is this possible feature of Brunei English came about through lack of 

exposure to the standard form. 

 

Conclusions  

The above analysis of „look‟ allows us to draw two main conclusions. Firstly, phrasal 

verbs, even common ones, are likely to be problematic for many of the pupils in the 

education system. Secondly, in agreement with Nesselhauf (2003), idioms and strong 

collocations may be problematic for all pupils including those with very advanced 

English. 

 

Implications and Recommendations for Language Teaching 

If the majority of pupils in the secondary schools from Form 3 to form 5 are not aware of 

the phrasal combinations of the very common verb „Look‟ and even the most advanced 

pupils are not aware of the phrase „look in the mirror‟, they are likely to have problems 
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with other prepositional combinations with „look‟ which form not only strong 

collocations bordering on the opaque, but are also out and out idioms such as, „to look up 

to someone‟.  

 

A second implication is that the majority of pupils are likely to have problems with many 

of the other common verbs (set, make, have) when they are used in combination with 

prepositions. As Sinclair (1991) has demonstrated, these verb + preposition combinations 

make up many of the most frequently used items in the English language and as such are 

of immense importance to language learners, especially those who use the language for 

academic purposes. 

 

A third implication is that further investigation into this aspect of learning is required to 

determine to what extent we need to raise pupils‟ awareness of the wide range of 

meaning these verbs generate when used in combination with prepositions. Prodromou 

(2006) found this type of collocation error to be a feature of even successful bilinguals.  

 

At this stage only general recommendations can be made as to what can be done in the 

classroom to improve the situation. The first is that the most common uses of verbs in 

combination with prepositions should be taught rather than the „typical‟ meanings of 

verbs on their own. Secondly, such verb and preposition combinations should be taught 

as whole units as opposed to single items. How best to include phrasal verbs and idioms 

in the syllabus is beyond the scope of this project but obviously any set of syllabus 

organizing principles should take into consideration the need to include such important 

items. 
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CHAPTER 9 Conclusions and Recommendations 

Alistair Wood, Alex Henry, Malai Ayla Surya Malai Hj Abdullah 

and Adrian Clynes 

Conclusions  

The main conclusion of the project is that although there is one education system in 

Brunei Darussalam there is a spectrum of achievement with two clearly identifiable ends. 

At one end are pupils like those in Maktab Sains who, having moved quickly through the 

non-standard transitional stages of language development, have reached the target 

standard form and have an excellent command of written English. At the other end of the 

spectrum are pupils in non-selective, schools like those in Temburong and Tutong and 

even in BSB, who either take a much longer period to pass through the non-standard 

transitional phases, or who never complete them. They have such a poor command of 

written English that even the production of a syntactically simple sentence is beyond their 

ability.  

 

Given that Maktab Sains is a selective school, it is hardly surprising that the pupils‟ 

ability in written English surpasses those of the pupils in the other schools in the study. 

What is so surprising is how wide the gap is. The question that remains is to what extent 

the success of pupils in Maktab Sains is due to the education system and to what extent is 

it due to factors external to the school. 

 

The fact that there is such a disparity in results can be looked on in either a positive or a 

negative light.  The negative side, there is a considerable proportion of average or below 

average pupils of this age group in secondary schools who are failing to achieve a 

reasonable standard of written English despite having studied English for at least 8 or 9 

years. On the positive side, it is clearly possible for students to achieve a high level of 

ability in written English, not only in the selective school but also in the other schools. 

That students are failing to achieve the required standards has been known for some time 

because of the continued low pass rate at O-level.  Such low pass rates in an international 

examination have been put down to many factors, such as lack of familiarity with the 

cultural aspects of the examination among Bruneian learners, and the supposed 
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„difficulty‟ or unsuitability of the O-level examination, designed for native speakers from 

another time and place.  

 

The fact is that a significant proportion of the students in our sample were often unable to 

control simple written English in contexts that were neither alien to them nor difficult. 

This would call into question laying the blame for students‟ poor written English purely 

on a washback effect from an unsuitable examination.  There is clearly more going on 

here than can be explained in such a relatively simple fashion.  Just why there is such an 

inability would need more research since the present research was designed to establish 

the actual ability levels of students.  Having established these levels, it is now necessary, 

to go further and try to ascertain the reasons behind the lack of control of English. Further 

research should now be undertaken to establish just why students are underperforming to 

such an extent and what can be done about it. In the recommendation section below we 

outline such areas of future research.  

 

Recommendations 

In this final section of the report, we offer recommendations on further sociolinguistic 

research which could shed some light on the language problems described in this report. 

We also make recommendations for the trialing and evaluation of relatively new teaching 

approaches which could complement the existing approaches in schools in Brunei. 

 

With regard to the sociolinguistic context of our study, we reported in Chapter 1 that 

pupils in Maktab Sains appeared to have more opportunities at home to use English when 

speaking with parents and siblings than pupils in Temburong and Tutong. This finding 

was based on a rather simple data collection instrument which did not produce enough 

data to allow it to be tested adequately for validity or reliability. More research, 

especially qualitative, is needed to elaborate on our initial findings to determine what 

specific impact using English at home and in other domains might have on the English 

language ability of pupils. A recent study of language use in Brunei is reported in Saxena 

and Sercombe (2003), but this study was on a relatively small scale, using questionnaire 

data which 16 UBD students had collected from 125 respondents. As the authors state, 
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the study was not comprehensive, and as the data was collected by UBD students, the 

sample may not be representative of the more rural areas of the country. Much more 

research is necessary to determine language use and attitudes to various languages in 

areas of Brunei where pupils are not successful at school. Such research could also 

include another vital factor in school success: parental involvement in children‟s 

education. 

 

In many of the chapters of this report, the authors have made recommendations and 

suggestions for ways in which specific language features can be taught in the classroom. 

Many of these specific recommendations can be subsumed under different approaches to 

language teaching and learning. We now look at three of these approaches which might 

be trialed and evaluated in primary or secondary schools. What all three approaches have 

in common is that they require language learners to use whole texts rather than 

decontextualised sentences. In addition, they are learner centered in that the pupils are 

required to interact with the texts to discover for themselves the language features and 

how these features contribute to the purpose of the text in a particular context. 

 

The first approach, which has been introduced and evaluated with first and second year 

language learners at UBD, is the genre-based approach. This approach aims to use 

contextual knowledge to provide learners with access to the linguistic resources 

necessary to achieve specific goals (Hyland, 2003). In practical terms, pupils are 

provided with the target texts and their attention is drawn to specific linguistic features 

commonly associated with the target texts. Pupils then discuss why such features are 

common and why they are present. Pupils are also encouraged to compare different 

genres and to use the same information to write different genres. The findings of this 

report show that the majority of pupils in the study were not aware of even the basic 

linguistic characteristics of common genres such as the use of the simple past tense in 

narratives. The genre approach to language teaching and learning is widely used in 

Australia and sets of text books are available for use in a future research project in 

Bruneian schools. Such a research project, lead by Dr Debbie Ho, is being conducted in 

several schools in Bandar Seri Begawan and Tutong. This project aims to evaluate the 
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effectiveness of a genre-based approach over a six month period with Form 4 pupils. 

However, research is still needed to evaluate the effects of this approach on younger 

pupils over a much longer time period. 

 

A second approach which combines many of the recommendations made in individual 

chapters of this report is the lexical approach to language teaching and learning. It shares 

with the genre-approach the notion that learners should be exposed to whole texts rather 

than individual sentences and should discover the grammar rules for themselves. While 

the genre-based approach is usually used in conjunction with Halliday‟s (1985) 

functional grammar, the lexical approach, as developed by Lewis (1993, 1997, 2000) 

concentrates on the teaching and learning chunks of language including formulaic 

expressions, idioms, collocations and colligations (the syntactic patterns associated with 

particular words). Lewis‟ approach has its origins in Sinclair‟s (1991) open choice and 

idiom principles and is based on the idea that traditional grammar teaching has relied on 

the open choice principle when in fact most language production is organized according 

to the idiom principle. Such an approach might, in theory at least, help learners overcome 

the problems described in the findings of this report. 

 

Given the very poor performance of many of our pupils in the non-selective schools in 

the study, it is likely that they will not develop the necessary English language skills to 

enable them to read academically appropriate texts or write English at the level required 

for success at O- Level in any of the English medium subjects. The only way for such 

pupils to make any serious progress towards their educational goals is for them to 

somehow catch up with their peers in Maktab Sains, the selective school.  

 

Another worthwhile research project would be to pilot the introduction of an accelerated 

literacy programme such as that developed by Brian Gray and his team at  The Institute 

of Advanced Studies at Charles Darwin University in the Northern Territory, Australia. 

The aim of their work is to help aboriginal children in Australia catch up with their peers 

in reading and writing. The main difference between their programme and other similar 

remedial programmes is that they use texts which are beyond the children‟s reading 
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levels but which are age appropriate (see Gray, 2007). Although pupils in the Bruneian 

schools have age appropriate texts in secondary school, they do not work continuously on 

each individual text until they have understood it completely, as is the practice of the 

Accelerated Literacy Programme. The results of this remedial programme have been 

impressive (see Appendix 1) and it is possible that such a scheme could be introduced 

and evaluated in Brunei Darussalam. Such a scheme could be trialed with pupils in the 

last years of primary school or in the first year of secondary school so that the 

programmes could impact on the pupils‟ reading and writing skills well before the public 

examinations. 
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CHAPTER  2 

 

Appendix 1 Sample Construction 

The tables below give the makeup of the Temburong text sample, as an example of how 

the overall sample was put together.  

Table 1. Temburong sample: Distribution of Text Types by Year and Ability Group:  

Year & Level \ Text type    N E A I D Row 

Total 

Total/year 

 3A    1 1  1  3  

 3B 1  1  2 4  

 3C  1 1 1  3 10 

 4A    1 1 1   3  

 4B 1 1  1 1 4  

 4C   1 1 1 3 10 

 5A    1 1 1   3  

 5B 1 1  1 1 4  

 5C   1 1 1 3 10 

 Total: 6 6 6 6 6   

 

Table 2 Distribution of Text Types with Gender: Temburong: 

Year & Gender  \Text  Type  >  N E A I D Total 

  3 Female 1 -* 1 2 1 5 

  4 Female 1 1 1 1 1 5 

  5 Female 1 1 1 1 1 5 

 Sub totals: 3 2 3 4 3 15 

Year & Gender  \Text  Type  >  N E A I D Total 

  3 Male 1 2 1 -* 1 5 

  4 Male 1 1 1 1 1 5 

  5 Male  1 1 1 1 1 5 

Subtotals: 3 4 3 2 3 15 

*By chance in Year 3, no female students were assigned to do the Exposition text type.  

To obtain an even gender balance, in Yr 3 two Instruction texts were instead used, and no 

Male Yr 3 Instruction text. 
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CHAPTER 6 
 

Appendix 1: Argument 
 

A+ Plural 

 

d 'songkok', White shocks and a black shoes. Mean while, the g 

so can make the people suffer a damages of kidneys and a high  

 the good healty we must take a fruits. The often we take the  

y that junk food.  So this is a good news for us to encourage  

lot of fats.        By eating a healthy and nutritious foods l 

eating healthy diet is having a healthy and stronger bodies.   

day our body will become fat. A healthy foods are contain Prot 

e the same healthy life too.  A healthy foods is great for our 

, e.g. sweet.  It no good for a kids.  The best thing we must  

we can stay fresh from become a lazy persons who eating a junk 

rt eating healthily which has a lots of proteins and vitamins  

ed in packet.  Just now, have a news at the school because of  

tamin and more.  Only prepare a oily dishes once a week. Eat m 

 stomac. He feel that he like a pregnant women. Suddenly he lo 

y. It also made our body have a problems. That's why we have t 

h eating junk food will cause a serious problems in our health 

s and for sure our body too.  A things such sweets, sugars ice 

.  Healthy food also good for a womens who want to look pretty 

 

A + Uncount Noun 

. In the morning we must take a breakfast to help us makes a e 

be useful when we are taking  a breakfast.  Some other foods t 

The foods are an oily food,  a calsium food and many.  The ex 

te, and minerals we must take a correct food.  There are many 

a breakfast to help us makes  a energy to do works. And for th 

ange them with eat more fruit a food contain protein vitamin a 

rules about the true in take  a food in balance diet.  The hea 

t is junk food.  Junk food is a food mixed with flavouring whi 

s, proteins and carbohydrate. A food that contain in fat and c 

vernment schools should sells a food that is cooked and preser 

ydrate, fat, a salty food and a food which not healthy to eat. 

and all the people will be in a good condition.  This essay is 

ce take a healthy food to get a good health and away from all  

ms to worry about.  By having a good health, you can live a lo 

 be more better if we live in a good health.  1) Having a heal 

o from now on we should start a healthily food and stop the ha 

ings, our school had organise a healthily food in the canteen  

food you can stop mow and eat a healthily food.    Healthily f 

now on, lets us start to take a healthy and quality food.  To  

s and disadvantages on eating a healthy food and an unhealthy  

ds.  Doctor advised us to eat a healthy food and let junk food 

 everyone should start eating a healthy food as it is necessar 

healthy diet means you taking a healthy food for your body but 

eating junk food by advertise a healthy food in television, at 

 active in our school. Eating a healthy food is consider to du 

d let junk food away.  Eating a healthy food is for our body t 

 food and an unhealthy food.  A healthy food is like a cheesec 

health.  We are advise to eat a healthy food such as as fish w 

e high.        An advice take a healthy food to get a good hea 



 89 

ke us healthy.  Beside eating a healthy food we must have a sp 

.    That's why we must taked a healthy food, like are vegetab 

 much fatty foods.  By eating a healthy food, we can prevent f 

re babies.  Other than eating a healthy food, we must also do  

d and change the junk food to a healthy food.  Avoid your self 

 was so delicious rather than a healthy food.  But the junk fo 

ffer a damages of kidneys and a high blood, even, this diabete 

 so we must avoid from taking a junk food and we must take a l 

now how dangerous for to take a junk food because it can affec 

ren of their are always given a junk food by their parents the 

gn are for realize to us that a junk food can  Many people don 

 and our brain.        Eating a junk food can give us sick.  W 

 proteins.  People who eating a junk food is a our body become 

ome a lazy persons who eating a junk food or oily food. No mor 

e strong and healthy. Who eat a junk food you can stop mow and 

 to avoid ourself from eating a junk food, for example, if we  

many things that we called as a junk food.  Example, chocolate 

 lot of junk food, we may get a malnutrition sometimes.  Many  

calciums and so on.  Drinking a milk can makes our body become 

.        Healthy food contain a nutrition, such as carbohydrate 

ng healthy food.  Eat less of a oily food, less carbohydrate,  

k of our health.  We eat more a sugary food, we will get a sic 

ium.  Beside, if we often eat a sweet food for example ice-cre 

ch sweet, our tooth will have a tooth decay. We have to think  

o wear a clean-white T-shirt, a trouser, a hat called 'songkok 

 

A+ Adjective – Noun 

amaged. The healthily food is a good for our body and body bec 

he caused of eating junk food a serious when they take it too  

et.        A balanced diet is a small that contains all the fi 

 

Double marking of determiner 

ple who eating a junk food is a our body become feeble and our 

 

Gratuitous ‘a’ 

y people don't like we and we a feel shy.  Persuades people to 

k food.  A healthy diet means a having healthy body and a heal 

portance of a healthy diet is a to give the people to stop eat 

 

Some + Singular count noun 
.    In morning you must have some cup of teh or malk. Smoking is 

o many junk food you will get some desiese such high blood peresu 

e most important when we take some diet.  In our body we must tak 

 that eat too many.     I got some tip about what to eat and not  

that are useful are berry and some vegetable.        When we are  

 

Some + Plural uncount noun 

 
ower body fat and lazy to do some works. We must exercise two ti 
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Appendix 2: Exposition 
 

A + Plural 

d my help.  I hope we will be a best friends and meet each oth 

condary upper School.  It was a big buildings and an old build 

ng with my handphone, reading a books and chatting.  The most  

rth 28th June. I like to read a books at my free time and play 

e 4 siblings excluding me and a busy but loving parents.       

s like 'Utopia' because there a cartoons, song lyric and mobil 

 every subjects.  I am taking a computer subjects, so I usuall 

every holiday, we sill go for a family vacations to the island 

 are watching movies, playing a games, playing badminton, shop 

thin I have a square face and a little freckles on my upper ch 

your school holiday? There is a lots of fun places here like J 

ys spend my time with reading a story books.    At school, we  

e to our English teacher such a sweet sweet words, so that we  

 

A + Uncount Noun 

eyes. and small nose.  I have a fair skin.        I have quite 

much from their children, and a fairly great encouragement to  

hey want this is Temburong is a fresh air and peaceful I love  

 always help my mother and do a homework like cooking, washing 

grow a padi. The padi is like a padi pusu, padi bario and othe 

urong pepole was like to grow a padi. The padi is like a padi  

r. My parents tell me to send a regard to your parents. My hol 

at did you do there, don't do a seks okey I am here many work  

ut 1.73 meters tall and I had a smooth and brown skin complexi 

urfing Internet.  When I have a time I went to the complex  fo 

my father and my mother to do a work in a home.  Sometimes, I  

 

A + Adjective – Noun 

ple: My father was working as a army and my mother worked as a 

bd Azih bin Abd Ghani.  He is a army.  He only 49 years old.   

re you sure you're a Londoner/a british?  If it is like that,  

a small country in Asia.  I'm a Chinese and I study in Sufri B 

istory subject.  He was about a four-decade old.  My mother's  

 

Double marking of determiner 

an. I am 17 years old. I have a nine family members. If I have 

 

Gratuitous ‘a’ 

 football and sometime I take a swimming in pool with my frien 

 you have enough time or have a got a holiday you can have a h 

d your family just fine. I'am a just fine here. I write this l  

 brother and our parents.  We a live in a medium flat.  There  

Donalds?!  They say Brunei is a quite a boring place, and I ag 

 

Some + Singular count noun 

m writing this letter to tell some detail about my self.  I only  

s instrument and also sing by some singer.  I like romantic songs 
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Appendix 3: Description 
 

A + Plural 

drooms, two bathroom and have a beautiful decorations. The kit 

hes television.  The floor is a carpets.  The colour of the wa 

 Outside the house there were a chickens that was caring by my 

many kind of flowers and also a coconut and papaya trees in a  

s a grown for sale purposes.  A colourful and perfumed flowers 

know about me.  I hope I make a good first impressions. I hope 

floor is not tiles but we use a green carpets.  There is two a 

flower my mother tend to grow a kinds of fruits like mango, Ra 

 decorations in it.  There is a landscapes with trees, flowers 

 house, has two living rooms, A master bedrooms, three bedroom 

th it wil be demolish to make a new stores which made from con 

        My family also caring a pets in the house like cats an 

ouse named Evergreen.  It has a simple decorations in it.  The 

mily room and at ur left with a sliding door's is a living roo 

ve a family picture. There is a sofa chairs and tables.  The f 

her side of my garden. I have a special pets to guard our hous 

house you will be able to see a stairs in front of you, a livi 

   From the kitchen, there is a stairs linking to the hall, in 

 lime tree. My mother planted a various flowers to make our ga 

ll village. I will live house a wooden still houses. My houses 

 

A + Uncount Noun 

building.  It is made up with a concrete and tile.  It's not s 

girls of your country. I have a dark brown hair that matches w 

and kitchen. In my house have a electricity for energy of curr 

he bed room was designed with a furniture according to the col 

ucky because there still have a water.  My house was built in  

 

A + Adjective – Noun 

live in my house. My house is a beautiful with a wonderfull ga 

iving room.    Our garden had a full of flowers because my par 

nd seven bedroom. My house is a green and dark blue. Although  

 in my three brother and I is a green and my two sister is bab 

e we have a rest everynight.  A linen is where we kept our unu 

 

Double marking of determiner 

back of the hill. There were a many forest jungle at the left 

ar.        My house also have a many kinds of flower around it 

e the other house, we install a many lamp with a different col 

se have a big gardun and have a many scen flower and have one  

ge field. And my father plant a some mangga trees, a coconut t 

s and two doors. My house had a two bedrooms and a big kitchen 

s a last room. My kithen have a two cabinet and one big table  

and big garden. My house have a two living room and seven bedr 

d yellow inside. My house had a 24 windows and two doors. My h 

 

Gratuitous ‘a’ 

ntation area where the fruits a grown for sale purposes.  A co 

 

Some + Singular count noun 

 

        My mother also plants some flower at the entrance of hous 
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oks in the kitchen. I prepare some onion and chillies for cooks.  

asma TV with home theatre and some other modern game which are su 

e time.  Sometimes I would do some sport    class.  Such as playi 

h as rambutan, jackfruits and some vegetable.  Storeroom    is us 

ocated near to the forest and some water source, it's peaceful th 
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Appendix 4: Instruction 
 

A + Plural 

some oil onto it.  Wait till a bubbles can be seen, then add  

this type of food since I was a children.  I really like it.   

   It's not very hard to make a cups of Lemon Ice.  The Ingred 

e to eat and drink. Preparing a dishes is not an easy job. In  

there.  But I also will cook a fried noodles for our breakfas 

mate_.  Then I stirred it for a minutes.  After I had finished 

 open the fire and waited for a minutes.  While, waiting  the  

put some onion and garlics in a pans.  After one minutes stir  

can put some eggs or meats in a pans.  Then we put the noodles 

ill make breakfast. I'll take a pieces of bread an make a sand 

d then I cut the chicken into a pieces.  The slice of chicken  

 the tomato and cucumber into a pieces. After that I open a ca 

ake a pieces of bread an make a sandwishes that I like with my 

the read and white onion into a small pieces.  Then, I cut the 

blended the ice until it into a small pieces. Next, I put the  

.  And then, put the cup into a small plates.  After that I wi 

. I'm know when a girl become a teenagers, she must know how t 

). At the afternoon, I'll eat a vegetables and fishes for my l 

 

A + Uncount Noun 

at inside the burger there is a beef and mine is just a fried  

amount of milo with sugar on a boiled    water in my big cup. 

t, then I drink it when I had a break time not only breaktime  

uitable to eat it when having a breakfast. My favourite drink  

ed then I eat at afternoon or a breaktime, now to get ready wi 

This is my menu during I have a breaktime. I like it so much.  

stly, we must boil water with a cattle and wait for a few minu 

d I even put a mayonnaise and a chili for the taste.  I like t 

the brand name). Milo is like a chocolate but it is like coco  

 tell to my grandmother to do a coffee or Milo in the morning. 

 After that the process to do a cold milo was finished.        

Secondly when I want to drink a cold milo, I do firstly was co 

e _Nasi goring_ with drinking a cold milo.  It was very-very d 

 a ice and blender it and mix a cow milk and a ice-cream too.  

ur spaghetti best you may add a crush cheese.        My favour 

an be added to give the drink a flavour.  while it is being bo 

ese burger.  Most people need a food and drink.  If no food an 

R.  First when I want to make a food that I want to eat, I mus 

 Other than that, I also make a food which involve square crac 

wn recipe. First I will blend a ginger, garlic, onions and chi 

he onion finished chop i take a ginger. I want cook the dish S 

ood, Many sugar and salt, and a good food like vegetable.      

t 'fried chicken rice'. It is a good food that I like eat most 

l.  That's why we need to eat a healthy food. an example of di 

ee goreng.  Then, you prepare a hot boiling water in a pan. Af 

 some mayonaise.  Then I make a hot milo for drinks.  You can  

o is dip frying the fillet in a hot oil.  After the fillet is  

ake! I just boil the maggi in a hot water for only three minut 

r to the glass.  Next, I take a hot water that I just boil it. 

some milo in a glass and pour a hot water, just a little hot w 

ooking.  First, I like to eat a Malay cuisine, Thailand and Ja 

ut the cabbage and I even put a mayonnaise and a chili for the 
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e soft, I cut an onion, cili, a meat and some vegetables into  

before I ate.  I want to cook a meggie for a simple food when 

ilo powder.  After that, take a milk crimer and then add them  

eam plus topping.  Then, make a milo (your own taste).  Put 1  

  can eat it.         To make a milo I must use a big glass. F 

ot water into the mug and put a milo mixed by the sugar.  Stir 

e it first.  I wanted to make a  milo pink for I ate with my m 

 mug and inside of a mug have a milo powder.  After that, take 

 water in a glass.  Then pour a milo powder.  Stir it and pour 

ng.  I tell her I want to eat a nasi goreng plus egg.  And als 

pleted.  Example I like eaten a (Nasi Goreng).  firstly I cook 

.        First I want to make a Nasi goring. The ingridients w 

        Second I want to make a Nescafe.  The ingredients were 

rastle plate and a glass with a orange juice. When all ready f 

k.  It not so hard to    make a porridge by yourself.  I enjoy 

n a little bit how to prepare a spaghetti.  Since the question 

ook.    Firstly, we must take a rice and then take a union and 

omorrow morning I want to eat a rice cooking plus eggs.  In th 

ew soap and ajinamato and add a rice.  Later I stir the rice f 

would taste a little bit like a salmon, to get rid of it.  I'l 

 stir the juice.    If I want a very cold orange juice, I put  

n fresh orange juice.  It was a very delicious orange juice th 

, I'll fried it in a wok with a very hot oil.  Then wait it un 

oodle.  First, I have to boil a water, then put the noodles in 

 ice lemon tea.  First boiled a water.  While waiting for the  

at as obese and not skinny as a wood with the centre point of  

 

A + Adjective – Noun 

cause of we don't want to get a bad in the body and become ill 

ter pan and let the beef gets a golden coloured and I flip the 

 

Double marking of determiner 

the cucumber and left it for a10 minutes later until the chic 

ice. After that, we also need a several things, there are salt 

hicken is fully cooks.  It is a very simple when it comes to f 

 

Gratuitous ‘a’ 

ut it into the where there is a pour water and rice which I be 

y.  Heat the pan with oil and a put a spoonful of the mixture  

 

Some + Singular count noun 

aste so delicious.  There are some flavour such as chicken curry, 

der and other and also to buy some fresh apple for the juice.     

r cooking fried rice, it need some ingredient for example oil, on 

y some fresh chicken meat and some other ingredian for the curry  

cooked it with cashew nut and some raisin.    About my drink, I'm 

 you can pun some vegetables, some sausage or fish.  Sometimes, I 

want even more delicious, put some tomato or baked bean with toma 

 also it can provide or gives some vitamin for our body and healt 

 

Some + Plural uncount noun 

, three spoonful of sugar and some seasonings. Then I add some fi 

 

Double marking of determiner 

o eat spicy food.  I also put some 3 piece of cucumber in it and  
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Appendix 5: Narrative 
 

A + Plural noun 

 

5 kg in a short times. He buy a books that teaching how to los 

 then as he went further into a crowded streets, people began  

es jogged.  He did not notice a dogs and two ladies in front o 

m _you fat man don't you have a eyes to see this big dog_.  _y 

common for people to laugh at a fat men and beside he has been 

ued jogging.         _Hahaha, a fat men jogging_ said one of t 

ot sick.  One day, there were a fat men worried about his body 

lves.  They must start eating a fresh fruits, reduce eating to 

 feel tired and could not see a ladies which one of them holdi 

men angry to me and start say a loud word's to me.  I feel so  

ned to the corner, he came to a men and a women with a dog.  O 

n talking  One day, there was a men who had a big problem abou 

m looking so fat, I don't has a muscles. every day I ate too m 

injured.        The women and a old men angry to me and start  

 make his stomach to be seen, a short pants and a pair of ugly 

ery cool because he just used a short pants.  He walked and wa 

g his job.        He took out a short sport pants and tried it 

 wore a white old singlet and a short tide sport trousers. He  

to decreas his weight 5 kg in a short times. He buy a books th 

rousers and a thin shirt with a sport shoes.        Mr James j 

 After he read a book he took a sports shoes to jogging. When  

 television he wanted to wear a trosures.  When he wore his tr 

bitted by a a dog, scolded by a women and now it rain.  All he 

 brave when he was passing at a women that was talking somethi 

 corner, he came to a men and a women with a dog.  Oben was to 

im.        After that, he see a women with a dog.  Suddenly, h 

s knees.  The dog belonged to a women.  She got angry and yell 

 

 

A + Uncount noun 

on her dog. Ahmad was having a bad luck of his life. After he 

gain for him jogging give him a bad luck.  Azman was 23 years  

e said that jogging bring him a bad luck.  One Sunday, I woke  

 to rain.  At home, he was in a bad shape.  Bleeding knees and 

weared sport attired and have a breakfast with some bread and  

secondary school he never had a exercise.  Razit remember when 

 him to starching befor doing a exercise. He read the basic an 

mun start the first plan with a fitness. He start jogging from 

 home, he was soaking wet and a flu come to him.  He sware fro 

njured hand, he also suffered a flu.  Bobby felt that it was u 

t home, bruised and he caught a flu.  Dissapointed, he threw h 

as wet all over.  He also had a flu.  He soon threw the book b 

an exercise your body and buy a fresh food and healthy.  To im 

art with jogging.  Razit wear a green sport attire and    shor 

hme he felt so tired and give a medicine in his hands, leg, an 

want to run.  Omar don't took a notice about that.        Omar 

 and I start to stop from eat a oil food, such as fried chicke 

eel cold. He feel sad and why a rain fall down? After he back  

 were just plain singlet. And a short pant.  His tummy looked  

it and old man. he don't have a spirit to ran away. he was wea 

tarted with jogging.  He wore a sports attire.  Then, he read  

 that's women, he did not see a strength with a dog and then f 
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ercise.  He wore a jersey and a track short just like what the 

 

A + Adjective – Noun 

times because his wish to get a better is over.  Jogging       

 I don't want again to become a fit.  One day, at the morning  

also reads book how to become a fit. Ahmad have a fat body. So 

you going? You want to become a fit. So fun look at your body  

 he felt so tired and he have a home sick.  And he fell asleep 

he want to fix his stomach as a normal. The next day he go out 

er when he go to home. He was a painfull with his end of the b 

me of his fats and weights in a short of time.  So he made a d 

of he was jogging than he get a sick and headache.  One day, o 

want to beet he.    Fakur had a sick, his leg was had blood be 

ome angry. The two female was a very surprise when saw salleh  

d.  He contineud running with a wet in his face.        Sudden 

 

Double marking of determiner 

ee the mirror he wants to see a her body and he was petrified  

leh become sick. He hand have a many blood because of the dog. 

want to slim body and he have a many sweat. When he ran away h 

nir were running.  There have a 2 people was busy talking.  Th 

 she left right but Ahmad saw a two girl and one dogs. So Ahma 

n jogging.  Suddenly there is a two womans stop on a side.  on 

 

Gratuitous ‘a’ 

ile he went going out to find a anything to keep fit his body, 

jogging. He jogging again, in a front of him have two female c 

ake. Simun still jogging with a full of speed however he fell  

method. The Awang Buncit took a jogging along the street. He j 

.        John will not go for a jogging next time.  He think o 

an. He began to think to take a jogging to keep his body fit.  

rt clothe and started to have a jogging.  He jogged along the  

t t-shirt and started to have a jogging.  He jogged along the  

t.        One day, Jim go for a jogging.  He trying to get fit 

 step of keep fit was to have a jogging.  Manat started to use 

people. He just concentret in a jogging. He jogging again, in  

 wake up and he was spirit to a jogging. Many people laugh to  

 

Some + Singular count noun 

terred when the teenagers and some adult laughed while I was jogg 

o make some of jogging. I see some book on the table I open it. I 

ecause of my body -I have buy some book title _Keeping fit_.  I'l 

y bad because he was very fat some girl didn't like him.  He go t 

First, he has been laughed by some man because of his stomach was 

jogging.  When he was jogging some of the boy was laughing at him 
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CHAPTER 7 
 

Appendix 1  

 

Form 3 Temburong Data 

 

Non-standard 33 

 

Noun missing 4 
ant to Belalong there were so many interesting. I love that place 

is so delicouse. There are so many interisting in Temburong we ca 

g. Don't eat always. that why many fatty in another body and we m 

healthily food. if your body many fatty it will make you body no 

  

Plural morpheme „s‟, „ies‟ missing 17 
it Temburong. At that time so many activity and tradisional dance 

 for two centuries. There are many beautiful site in my country s 

 party. Infront my house have many colourfull flower. At the infr 

with a wonderfull garden with many different flower and colour! M 

it own favourite meal. I have many favourite meal. If I want to e 

ng. My school is big and have many flower.      No. 314,  Kg. Sim 

In my house have a garden and many flower. I and my family live i 

ve the garden. My garden have many flower. When I feel boring, I  

ack of the hill. There were a many forest jungle at the left of m 

s peaceful. In Temburong have many hill and green forest and have 

g pepole.     Temburong is so many interisting place like Kuala B 

lait. In Temburong there have many plant and stone. In Belait the 

family. In my country the are many plant. In my country the have  

mburong. In my school the are many studen and teacher. My hobbies 

t more healthy food. Nowadays many supermarket in Brunei selling  

always to be cleaning because many the other room have the water. 

the rice at the running water many time antil the rice very-very  

  

Uncountable NP used as countable 1 
by face. On his knee there is many hibiscus bloods.   After that, 

  

Used with uncountable noun 11 
e dog. His leg was broken and many blood got out.   _What are you 

 because his leg was hurt and many blood out and then the two gir 

rful restaurants as well with many delicious food. For me, Brunei 

d salt mixed with      I have many favourite food and drink. The  

 If I cooking in the kitchen, many food when I cooking something. 

s a fat man. Every day he eat many food. He can't control how to  

food that contain fat. Eating many junk food can cause a disease. 

the oil put on cooking-pot do many oil. I open the fire.   When I 

 want to cook, after know how many rice to cook we wash the rice  

 easy. First we must know how many rice we want to cook, after kn 

nt to slim body and he have a many sweat. When he ran away he don 

 

Standard 36 
ill and green forest and have many animals in the forest. In morn 

any peaple walking around but many  any peaple walking around but 
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en the window I see they were many births was flying around the s 

s noisey because their are to many children and my aunty children 

ool is big. It has a library, many classrooms and other facilitie 

s. The house is surrounded by many colourful flowers and orchids. 

 house, infront it, there are many colourful kinds of flowers. In 

o much because I have entered many difficulties in it and I will  

ds and drinks. Usually I have many favourite foods and drinks, bu 

 there are pool. The pool has many fish. In my house, it have sof 

now it too. At school, I have many friends and I like them. In my 

ood.      Nowadays, there are many kinds of junk food in the mark 

e, apple, orange, grap and so many lah.      In my school, we hav 

vases, bottles of perfume and many more. The colour of the wall w 

f hill, it is for the fruits. Many of fruits at there. At the bac 

e Belait District. There were many oil derricks in the district.  

any peaple walking around but many peaple laugh and see me and th 

n I jogging so far, I was saw many peaple walking around but many 

s campaign of a healthy diet. Many people eat a lot of food on ev 

morning, afternoon and night. Many people eating in Everytime. th 

 think of the       There are many people eating junk food, likes 

 this junk food was up, there many people in Brunei Darussalam fa 

ster was married there are so many people in my house. In next my 

d he was spirit to a jogging. Many people laugh to Ali because he 

 journey they went to jogging many people laugh to him. His don't 

tarted to run.    On the way, many people looked and laughed at h 

ing jogging around his house. Many people looked at his and laugh 

 jogging around his villages. Many people saw Ali jogging early i 

t a lot of food on every day. Many students and teachers can do _ 

y district. I do not sure how many students in my school. In our  

activity. My school also have many students. Some students are sm 

one kitchen. In my house have many things uses by currents they w 

rger kitchen which is full of many things.  Outside my house, inf 

, you must add some water for many times to make it is unable to  

food abstemious. You must eat many vegitables and fresh fruits. I 

 mainly 'Taman Ulu Belalong'. Many wild animals and plants locate 

 

body to shim, lealth, and so many to doing with the body, but we 

at the book which is content many about keep fit. And then he jo 
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Appendix 2  

 

Form 4 Temburong Data 

 

Non-standard 20 

 

Noun missing 3 
I just thinking 'Why that day many bad happened to me?'. I just w 

g junk food that why they are many overweight. That overweight ha 

or drinks, toys, icecream and many . At there to have people sing 

  

Plural morpheme „s‟, „ies‟ missing 14 
is not good for healthy diet. Many brochure was put on the table  

 we planted flower. There are many different flower and colour. A 

e planted the trees of fruit. Many different of fruit like durian 

at afternoon because if we do many exercise it's can decrease owe 

g. outside my house there are many flower. My father like to plan 

ng perpindahan Totaie. I have many friend but I only have three b 

t has many kind of food. That many kind o  t has many kind of foo 

t has many kind of food. That many kind of food was divided into  

re are two big table that has many kind of food. That many kind o 

ing around a neighbour house. Many of Ahmad friend were laughing  

   Ahmad was very fat. He had many problem of his fatty stomach.  

 not cleaned it there will be many spider web and cat's fur.  In  

I in here always fine. I have many story for you and for you fami 

Brunei. In Brunei, there have many tropical Rainforest. I'm malay 

 

Uncountable NP used as countable with „s‟ 0 

Used with uncountable noun 3 
h become sick. He hand have a many blood because of the dog.  Aft 

was beat him so strongly and many blood was going out from his h 

drinks, burgers that contain many colestrol. We can stop young p 

 

Standard 28 
r 'O'Level five. In my school many Activities that have. Like cad 

r self. Junk food also had so many calories and kabohydrates, and 

 a lovely country. There were many exciting places in Brunei such 

here have a few coconut tree, many flowers and little garden.     

. Now, I am in form 4. I have many friends and teachers. I am hap 

ndustries in Brunei. Thee are many interesting places to visit in 

egawan and etc. In my country many interesting places. I hope if  

 at the size at his body_ and many more, but he does not care wha 

butan, mangosteen, durian and many more.    There are two bedroom 

Belalong, National Museum and many more. It was ruled by a fair a 

While he was jogging he heard many of the people hate him sing an 

ll of food everywhere because many of the things there are on the 

 Inside of my house there are many of things like chairs, table,  

ady felt so tired. There were many people beside the road. They w 

ating healthily. In this year many people eating junk food that w 

 When he jogging in the roads many people in the road laugh to hi 

nd food with contain of fats. Many people like to eat junk food b 

side the road where there are many people looking and laughing at 

t that night. In padang jubli many people sell clouth, food, for  
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the road but not at the park. Many people were laughing at him. B 

 birthday Sultan. In that day many people whan to see Sultan. If  

arly to jog along the street. Many people who saw him jogging wer 

of his fatness. He have tried many times to loss his weight but u 

f. Outside my house there are many trees are planted by my father 

r, 3 main doors, 10 doors and many windows.    My house have 4 sp 

ch person. He used to be slim many years ago. He was getting fatt 

tes he was jogging, there are many young people are working behin 

nue until success.      Today many young peoples eat junk foods l 
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Appendix 3  

 

Temburong Form 5 

Non-standard  3 

Plural morpheme „s‟, „ies‟ missing or irregular form not used 2 
feed them. Although there is many flower my mother tend to grow  

long the road from his house. Many young man who walk along the w 

 

Uncountable NP used as countable  

Used with uncountable noun 1 
he hand. He hand injured and many blood out from it.  After that 

 

Standard 18 
bout the apple juice take how many apples as you like and use a j 

school by car. My schools had many blocks. I usally go to school  

n coffee. Nowadays, there are many different types of tea because 

gas. In my country, there are many interesting places such as mou 

en he jogged along the street many people along the pedestrian we 

n get strong body and healty. Many people don't realized that dis 

 make your life healthy.      Many people don't realized that the 

tself. On the way him jogging many people laugh at him, because t 

 afternoon outside his house, many people laugh at them. He did n 

ll around the town. There are many people laughing at him. On his 

s house. Along way he jogged, many people laught at him because o 

 cake when Hari Raya come and many people order. But when I want  

 start eating healthily food. Many people sick because eating unh 

et, we can get this diseases. Many people suffer from obesity and 

playground, shopping mall and many places for our tourists. You c 

russalam. In Brunei there are many places to visit like Shahbanda 

t is very peaceful. There are many places to visit such as Belalo 

le storey house. There are to many windows inside and four doors. 
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Appendix 4  

 

Form 3 BSB Data 

Non-standard 9 

Plural morpheme „s‟, „ies‟ missing 7 
in too much sugar.  Nowadays, many campaign on healthy diet are i 

t, don eat so much, later got many disease, you know all this rig 

ntire world.  It would caused many dangerous and unhealthy effect 

ondon.  I hear that there are many interesting place there.  May  

eet and chocolate.  There are many reason that we should stop eat 

nally realized that there are many way to be fit other than joggi 

and inside the book there are many way to be fit, however he thou 

Uncountable NP used as countable 0  

Used with uncountable noun 2 
itamin and others.  There are many junk food selling all over the 

mical under food, that are so many unbalanced diet food or junk f 

 

Standard 30 
good at business that he got many clients everywhere.  My mother 

I love it  because there are many decorations.  Thats some of th 

for our health.  It contains many fats and many unhealthy ingred 

m loves to plant, so there is many flowers. It sure brightens our 

ith many kinds of flower, and many gardens decoration. We also ha 

around in Brunei.  There are many interesting places in Brunei s 

ery peaceful here.  There are many interesting places to visit in 

ve two beautiful gardens with many kinds of flower, and many gard 

en.  At the garden, there are many kinds of flowers, fruits and v 

er, Jerudong Park, Museum and many more.    I haven't yet went to 

y house is located on a hill, many of my friends said it is very  

mean that you have to eat too many of them and not eating junk fo 

es, burgers, instant food and many others is bad for our health.  

ackers, candies, lollipop and many others.  Junk foods are usuall 

 mirror.    My house also has many paintings and some photographs 

n he crossing along the road, many people around him look at Mr A 

eeth to decay.    You can see many people around you eating unhea 

and jog along a street.  But, many people laughed at him.  He doe 

amin that can help our body.  Many people like to eat junk food d 

 things to do.  He knows that many people like to tease him about 

que.  If you have the 'shape' many people will admire you which w 

and farm.    often, there are many pigs and monkeys coming out fr 

att went to a shop that sells many sport items. He bought a brand 

rson to be fat.  Nowadays, as many teenagers wanted to be thin an 

es, shoes, accessories and as many things I can get my hands on.  

d feeling.  He cry and cry so many times because his wish to get  

at and also a large farm with many trees, fruits and vegetables o 

h.  It contains many fats and many unhealthy ingredients that can 

our life.      Healthiness in many ways are very important to mai 

    Food can be classified in many ways but the main topic is onl 
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Appendix 5   

 

Form 4 BSB Data 

Non-standard 1 

Noun missing   

Plural morpheme „s‟, „ies‟ missing  

Uncountable NP used as countable  

  

Used with uncountable noun 1 
result to death.  Eating too many sweet food can cause diabetes  

 

Standard 21 
reover, Fizzy drinks contain- many additives and colourings besid 

tres from my house, there are many different varieties of fruit t 

nd more.  Junk food can cause many diseases and also deficiencies 

hat they call me?  A woman of many disguises - a gorgeous woman,  

to make green tea, one of the many drinks I love.  First of all,  

ded to jog early, so that not many eyes will catch me.  I put on  

event that from happening, as many girls would, they should start 

ide.  My house is framed with many healthy flowers, veranda to th 

ut healthy food, you can have many kinds of diseases, infectious  

 mentioned almost because not many lucky people can afford a hous 

de about 0.5 acre.  There are many mango and durian trees at my h 

ter, raisins, sugar, eggs and many other things to make it tasty. 

r.      Nowadays, we can find many over weight and obese people e 

n Brunei with my family.  Not many people knew exactly where Brun 

t.    At first, there weren't many people on the street, but a se 

ries like India and Thailand, many people were homeless.    I was 

at healthy foods.  Now a day, many peoples like to eat junk foods 

hier and stronger.  There are many types of healthier food such a 

se, water.  Water helps us in many ways.  And so, it is wise for  

ood is harmful to our body in many ways.  It can cause sickness a 

f me as I had lived there for many years.    My house is an ordin 
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Appendix 6 

 

Form 5 BSB Data 

Non-standard 0 

 

Standard 7 
ve a short memory.  There are many disadvantages.    Everyone sho 

as chicken curry, rending and many more.  I like these two becaus 

ision rather than reading.    Many people say reading could impro 

uncomfortable jogged there as many people who walked at the stree 

ing main town in Brunei where many people would hang around espec 

all and blue ceiling.  I have many posters paste at the wall of m 

eenagers nowadays.  There are many shopping centres in Gadong.    
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Appendix 7 

 

 Form 3 Temburong Much 

Non-standard  5 

Much for many  5 
nut trees, rambutan trees and much more which is my father is pla 

of orchids, wild flowers and much more. Although the garden is s 

rians, rambutan, 'longan' and much more. There is also a small ga 

he fresh vegetable and he eat much of the vitamin. And he want to 

be resulting over-weight and much more (refers to ‘effects’).Therefore,  

 

 

Standard  8 

NP with Much as Quantifier 2 
come fat because of eating to much food and they didn't want to e 

ating junk food. If we eat to much oily food we also can be fat o 

 

Quantifier: as pronoun 5 
n take fatty food but not too much. Taking carbohydrate such as,  

bin, and he don't like to eat much.   Since the acident Sham very 

ut makesure do not put in too much. Then, take two spoons of milk 

powder in a cup or glass, as much as you wish, but makesure do n 

muscles. every day I ate too much that cause make me fat, I want 

 

Adverb + Comp Adj 1 
hem but eating vegetables are much better because it does not con 

 

Adverb + Verb 1 
ng area.   I like my house so much because I have entered many di 
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Appendix 8  

 

Form 4 Temburong Much 
 

Non-standard 2 

Much for many 
mburong district. There is so much interesting places to visit, s 

at contains fat and drink too much gases drink can make ower body 

 

Standard 9 

NP with Much as Quantifier  6 
es or whatever that contain s much oil. Ate vegetables, fruits an 

t make us fit.   Don't eat so much fruit that make us fat or sick 

healthy, because if we eat to much food that contains fat and dri 

uld kill them if they eat too much eating junk food. Also telling 

uld we eat, the causes of too much eating junk food and start hea 

erhantu Temburong. He eat too much fatty and sweet food. The next 

 

Quantifier: as Pronoun 1 
ather.  May be you don't know much about me. My name is Norhidaya 

 

Adverb + Comp Adj 0 
 

Adverb + Verb 3 
the way my family miss you so much. Their asked me want you visit 

ice lemon tea. I like it very much since I was in primary 3. befo 

erol but I still like it very much. Mostly I buy it from the food 
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Appendix 9  

 

Form 5 Temburong Much 
 

Non-standard 3 

Much for „a lot of‟ or „too‟ missing 
for their growth.  If we eat much unhealthy food, it very bad fo 

collocation? 
ced diet but they must be eat much balanced diet. It is important 

d teenager must be not eat to much unbalanced diet but they must  

 

Standard 3 

NP with Much as Quantifier 2 
od is bad for our health. Too much eating will make us become fat 

d with his weight. He ate too much of food everyday and did less  

Quantifier: as pronoun 1 
ome bigger because he eat too much. He look for herself on the mi 

 

Adverb + Comp Adj 0 
 

Adverb + Verb 3 
was bit by a dog he hated so much and at the same time was accus 

want to know why? I like very much eating but I don't like to lea 

ys. I like durians fruit very much. I live in Temburong district  

 



 108 

 

Appendix 10  

 

Form 3 BSB Much 

Non-standard 1 

Much for many  
esh fruits, reduce eating too much sweets, reduce eating too much 

 

Standard    

NP with Much as Quantifier 20 
at eating a lot of fat or too much carbohydrates and protein can  

f the junk food contained too much fat and other sources of food  

our face because there is too much fat in the food.    For growin 

rt problem.  This is when too much fat tend to block the breathin 

uch sweets, reduce eating too much food which contain oil and fat 

k.  But however if we eat too much food, we can become overweight 

 can easily get by eating too much junk and unhealthy foods.  The 

will get later on.  Eating to much junk food can lead to obesity  

 another reason is eating too much junk food will cause a person  

health.    To stop eating too much junk food, people must control 

ld be in danger if we eat too much of junk food.  Some of the jun 

t of fat, sugar and salt.  To much of these can cause high blood  

ren or people from eating too much of these junk food.    People  

r for people that take in too much oil and fat from the food.  Fo 

 etc.  Junk food contains too much sugar, fat etc which is not he 

  For people that take in too much sugar.  Nowadays, many campaig 

ing.  Little did he know, how much trouble deciding to jog that d 

lish because I don't have too much trouble with them.     I live  

d realized that he  gained so much weight. He decided to reduce h 

varities] of weight.  To give much information to people how unhe? 

 

Quantifier: as pronoun 12 
eat it, but do not eat it too much.     A healthy diet is very im 

g spaghetti does not cost too much and all the Ingredients can be 

 ensure that he cannot eat to much but do exercise regularly.     

t, you can eat it but not too much but still if you want to be he 

l not survive, but eating too much can kill us too.    I don't kn 

 or overweight if you eat too much.       Eat healthy food for a  

ome sweet cream milk. Not too much! If too much then it will tast 

to put in some salt, not too much, just a pint. And then place i 

ou Twit, keep fit, don eat so much, later got many disease, you k 

 person one day if eating too much of it.    You must eat healthy 

am milk. Not too much! If too much then it will taste very sweet. 

aghetti paste.  It's not that much, we go for the cooking.    The 

 

Adverb + Verb  

Adverb + Comp Adj  

idiomatic   
he threw away the book.  So much for getting fit, this is the w 
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Appendix 11  

 

Form 4 BSB Much 

 

Non-standard 6 

Much for many; or plural noun 
all the junk food contain too much carbohydrates which are not go 

 heart disease (for having to much fats and also obesity (for the 

 of proteins.  Do not eat too much fats too.    If you practice a 

ce considering you don't have much worries on worst-case epidemic 

 

Adverb + Comp Adj 
 and the condition here is so much more better than our old schoo 

there.  Schools in Brunei are much more different from schools in 

 

Standard 

NP with Much as Quantifier 12 
preservatives they used.  Too much cholesterol in our body may bl 

 amount of fat and sugar.  To much fat we ate can cause blood blo 

 wasn't that easy.  With that much fat, who wouldn't be exhausted 

eight or obese.    Eating too much food that contains fats can al 

tivities and age.  Eating too much junk food is bad our health.   

uld be less eaten because too much of it can cause a person to be 

althy diet.        Eating too much of junk food is not good for o 

e.  This is due to eating too much of junk food.  The younger gen 

 are diabetes (for having too much sugar), heart disease (for hav 

.  For that I don't watch too much television, though sometimes I 

my age!    Nick, I don't have much time here. I'll write to you a 

 sometimes I lie about that.  Much of me is of unimportance, and  

 

Quantifier: as pronoun 3 
 you a letter.  We don't know much about each other so I wrote th 

nts are the type that expects much from their children, and a fai 

to eat our food according how much we need to take and balance di 

 

Adverb + Comp Adj 8 
 matched, though.  My room is much cooler to talk about, one word 

e tiny round ones.  These are much easier because you can just ea 

  Making a favourite drink is much easier than making a favourite 

or leaves.  Using tea bags is much easier.  Prepare a teapot of w 

nk food and replace them with much healthier food.  You, yourselv 

t don't cost as much.  It's a much healthier way an  t don't cost 

t don't cost as much.  It's a much healthier way and it is also a 

es.    The house I live in is much nearer to the front gate on th 

 

Adverb + Verb 6 
d because our Sultan cared so much about us.  All the medical fac 

!  The milo-iced.  Love it so much!  And one food which I'm addic 

ove my room and my house very much.        My house is on a small 

tables and meat don't cost as much.  It's a much healthier way an 

thier way an  t don't cost as much.  It's a much healthier way an 

d spread NUTELLA around it as much as you like.  Add 2 spoonful o 
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Appendix 12  

 

Form 5 BSB Much 
 

Standard 

NP with Much as Quantifier 2 
a change and just imagine how much attention he'd get once he sta 

me.    I walked away with so much pain and limped all the way to 

 

Quantifier: as pronoun 3 
?    Maybe I have written too much about myself but I hoped that  

ink I'll stop here, I have so much to Do!  My homework, house cho 

ong.  You probably don't know much about Brunei Darussalam.  It's 

 

Adverb + Comp Adj 1 
like me.  He's tall, thin but much darker than me.  He works as a 

 

Adverb + Verb 4 
d about us.  I like them very much because they always give us at 

s right knee was throbbing so much he could barely walk.  So much 

physical appearance is pretty much like me.  He's tall, thin but  

.  You don't have to cover up much with bulky clothes when your o 

 

Idiomatic and/or fixed phrase 4 
s was not bad after all.  _So much for keeping fit,_ he muttered, 

uch he could barely walk.  So much for losing weight!    One he s 

nt to.  Like you, I am not so much of a bookworm, myself.  I read 

t my country, there's nothing much to say.  It's a nice country w 
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CHAPTER 8 
 

Appendix 1 

 

Data Set 1  Look as a copula in its two forms: „look + AdjP; „look like + NP‟ 

 

Non-standard  Look + AdjP 

Incorrect morphology 

s-v agreement 
d houses.  Although the floor look a little bit messy but it was  

 tomatoes, amd cabbage.    It look simple but it tastes nice when 

and still feel sad.  His face look sour.  When he arrive to his h 

 want to keep fit, because he look fat and ugly.  He look at the  

around his house. The climate look not bad. He start to jogging b 

d and he go to the mirror. He look very tired and he felt his wei 

t to think how to get fit and looks handsome.  Then _Hah&a& this I 

 

-ed missing 
ow, I just wish that my house look spooky on the outside and eleg 

laughing to him because Razit look funny.    Razit turned the lef 

 

Syntax error 

2 copulas 
o, I'm the fattest.  I'm also look very bad._  _I want to be slim 

on made by my parents.  It is look very smart rather than our roo 

tomach always came first. I'm look ugly. While I looked at my bod 

th nice wallpapers to make it looks more welcoming.  The sofas and 

 

Standard Look + AdjP 
  Not only would you feel and look great but your performance in  

parking area.  The two houses look identical from the outside.  T 

t people constantly tell me I look mature for my age.  I have 4 s 

el but I have to tell you.  I look older than my age!    Nick, I  

ot of protein.  If we want to look slim, we do not have to underg 

ke in junk foods because they look tasty and delicious.  Junk foo 

matter how fat he is.      _I look way too fat&_ Danny complaine 

 And a short pant.  His tummy looked obviously big with his singlet 

 a fit of laughter because he looked quite funny with his big belly 

nts and sleeveless shirt.  He looked really rediculous in it.       

ing a variety of foods.  They looked so delicious!  My stomach was  

s to have a 'beer belly'.  He looked worried.    So Mr Dyk then dec 

e you healty but it makes you look beautiful for example our body 

 can keep us slim and make us look beautiful.    There is a sayin 

 pieces so that they will not look big and different.  When all t 

s and tried it on.  It didn't look good on him though. Doesn't ma 

good for a womens who want to look pretty and young.  For men the 

.  I believe I'm beginning to look quite fat.'     He noticed a b 

about 19 years.  But it still look smart and beautiful.  I liked  

ad happened.  _Ohh& honey&you look so pity,_ said his wife. Bob t 

surrounding is silence and we look spooky at night we have a comf 

 those things make our garage look very messy like a car workshop 

When the butter and the sugar look white like cream, I mix the eg 
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look his body become big.  He looked afraid to to at himself.  He s 

im; yes maybe his big stomach looked funny to them. The man felt hu 

hing at him because Mr Patman looked funny, his body were shaking w 

rob.  Amar fell down. The dog looked sickly.  The woman who touch t 

mach was big like a ball.  He looked surprised so, he wanted to los 

g, but instead he walked.  He looked terrified.  He got cuts at alm 

 looked at him.  The dog also looked very angry at him.  He don't k 

_ said Amar angrily.  He also looked very cold.  When he went home, 

ent home, he had a cough.  He looked very ill.    I like to drink m 

o be slim_ he added.  He also looked very sad on the mirror.    Aft 

ning around his villager.  He looked very tired.  Around munir ther 

our teeth or they can make us look fat.     We must stop eating j 

 to make his body slimmer and look more handsome. The next day, h 

ut it in a middle of table to look more romantic. A matching tabl 

the instruction. He wanted to look slim.  After that, he got out  

 the weight and make the body look slimmer.  Early in the morning 

althy diet.' By this, we will look smart, healthy and fresh.      

d his bouncing belly made him look very silly. People on the side 

to 3 minutes until the colour look white. That is a milk shake wa 

us flowers to make our garden looked colourful. My mother always cl 

rcise he would do.    The day looked fine, and James started to jog 

 our house and make our house looked messy. Also there's a chicken 
s tummy at mirror.  His tummy looks big. He want to keep fit.  He  

two little brothers room.  It looks bit unarrangement and it makes 

when the side of the pancakes looks brownish and there's bubbles a 

 is not how luxurious a house looks, but the fact that it gives us 

y my mother to make the house looks colourful.  A house is a shelt 

a book on how to get fit.  It looks easy, he tought, getting fit i 

laughed at Mr Phil because he looks funny and fat.  He ignored the  

ul gate.    In the inside, it looks kind of stuffy.  Downstairs co 

tove.  Stir it until the rice looks light yellow. Then the food is 

ed on one exercise page which looks quite easy.  I scrambled on my 

 since 2 months ago.    _This looks quite easy.  What could hurt?  

y house.  From the outside it looks so simple and big that is surr 

t is placed.  The dining room looks spectacular with a chandelier  

hake to make it beautiful and looks very delicious.      Eating ju 

attire were wet.  At home, he looks very tired and dirty.  _Next t 

 stir it with a fork until it looks yellow.  After that put the tw 

oney.  Mix them well until it looks lumpy and you will see a golde 

 

Non-standard  Look like (+ NP) 

Syntax OK s-v agreement or NP problem 

 
g and 35 foot wide.  My house look like a red triangle shape. And 

missing -ed 

g to Simun, while his stomach look like a balloon and shaking lik 

modal error 

Syntax and Morphology OK 

and I shuddered.    'I didn't look like this when I was younger!' 

 darker skin is what I am and look like.  As you know I live in N 

 

Modal + NP problem 

ence that he must get fit and looks like handsome boy.    Saiful j 

nd thinking about his stomach look like fat stomach and his body  

 

Syntax non-standard 
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„look like‟ for „look‟ 
health food it cause the body look like strong, the teeth clean a 

is not happy with the way he look like so he bought a book entit 

 

Undetermined error 
e start to jogging but people look likes fun when Fakur exercise. 

 

2 copulas 
n but not quiet big but it is look like beautiful and colourful.  

 

Data Set 2.   

The use of look/looked with a preposition of direction meaning to look in a particular 

direction rather than at a particular object or person. 

 

Standard use (6) 
arold woke up from sleep.  He looked around his room and stared at  

tiful day, andrew woke up. he looked around his white plain room an 

.  Herold kept jogging and he looked back and couldn't see them cha 

mirror and saw a huge stomach looking back at me.  He decided to go 

ch was bulging outwards.   He looked up to find a book for health c 

alks around the room.  If you look, inside my brother's room, you 

c is dark blue colour. If you look inside my house you can see  t 

 

Non-standard  use (2) 

(jogging and joggin. He didn't looked under but he looked at front.  
He didn't looked under but he looked at front.  He cruched strange  

 

Data Set 3.   

„Look for + NP‟ (to search) 

Syntax + morphology correct 
o do something, so he tend to look for information in the book _h 

ok. Then he open the book and look for it how to keep fit his bod 

rry.    When, I was thirsty I look for my drink.  I like to drink 

ngry, I go to the kitchen.  I look for my food.  Food I like to e 

ot wait until it boil.  Then, look for the oil on the surface of  

al' newsletter and since I am looking for a pen friend my self I dec 

l' newsletter, and since I am looking for a pen friend myself I deci 

aw in a magazine that you are looking for a penfriend.  I am also lo 

g for a penfriend.  I am also looking for a penfriend.  So I thought 

 

Syntax correct but morphology error 
ch is good for the tourist to look for animal and plant which the 

 

Data Set 4.   

„Look forward to‟ meaning to anticipate in a positive way 

 

Non-standard syntax (4) 
ply my letter soon. I will be looking forward to it. Take care and g 

 it is the only place that we look forward to go to.  The saying, 

ties.    That's all for now.  Looking forward for your letter.       

Maybe next time I will.  I am looking forward for your reply.    You 
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Data Set 5.   

Look through meaning to browse or sort through 

 

Standard (6) 
e are a lot of book for us to look through.    Beside our study r 

 how to keep fit.    Mr Brown looked through the book and found a s 

he is not married yet.     He looked through the book and found out 

s.  While he was dressing, he looked through the book.  _I'm going  

_, said Haji Kassim.  Then He looked through the Keep Fit book, at  

 desperate for a partner.  He looked through the mail but no luck a 

 

Non-standard  (1) 
day and STOP BE LAZY!_    He looked through a book title _keep fit 

 

 

Data Set 6. 

The use of look/look with „at‟ meaning to look at a particular person or object (excluding 

use with „mirror‟ in the immediately preceding NP) 

 

Standard use (67) 
because it was very funny to look at a fat man's stomach that we 

long the path, some villagers look at him and laugh.  John knows  

gossip talking and a pet dog, look at him sharply.    After he pa 

 walk to the mirror to take a look at himself, then he found that 

 of home, Smalle took another look at himself.  His knee was graz 

go infront of the mirrow.  He look at his body and suprise because 

tant in our life.    That men look at his body at the mirror.  He 

an very slowly.  A boy said, _Look at his stomach!  He is pregnan 

en he look at the mirror.  He look at his tummy, his arm and face 

 old book from the stores and look at it. The title of book are _ 

ound my village.  Many people look at me and start to laught.  I  

 road, many people around him look at Mr Ali and starting to laug 

each. It is very nice when we look at night. I love my house.  

 you can visit here to take a look at our agriculture and our tra 

n the neighbourhood laughed. _Look at that thing, bounce up and d 

ep fit by jogging.   First he look at the book which is content m 

the body.  He was concentrate look at the book.    After that, he 

ids's sarcasm.  He don't even look at the kids.  He just keep on 

t say 'How he can become fit, look at the size at his body_ and m 

 want to become a fit. So fun look at your body  . .  said Ahmad  

ran, the people at the street looked at him and started to laugh at 

did not saw the dog.  The dog looked at him.  The dog also looked v 

yk woke up from his sleep and looked at himself at the mirror.  He  

 fat, old man.  One day, Matt looked at himself on a mirror and rea 

in his obesity.        Wilkin looked at himself using a mirror and  

around his house. Many people looked at his and laughed. He wore wh 

p and went to the mirror.  He looked at his body and he realized th 

or. He saw surprised, when he looked at his body.  His body is stay 

ched his house.    Lastly, he looked at his book and threw the book 

 When he wore his trosures he looked at his stomach.  He felt his s 

 slowly toward the mirror. He looked at his stomach. He touched it, 

es me feel comfortable when I looked at it.  Veranda is a place whe 

 body was fatty. I was shame, looked at my body then I saw near my  
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first. I'm look ugly. While I looked at my body, I saw a book calle 

ed into his sports attire and looked at the book again.  He stretch 

k 'keep fit'.    That day, he looked at the book and get dressed.   

irs for a jog.  After that he looked at the book for a while after  

ng sickly on his armchair, he looked at the book that her daughter, 

t how he want to fit. Then he looked at the book.  The book was on  

asked his self. Then, nicolas looked at the content of the book.  H 

stepped on the dog's tail. He looked at the deep wound made by the  

iled and opened the book.  He looked at the pages and he found that 

  How to slim their body.  He looked at the picture how to run.  Af 

 the content of the book.  He looked at the picture how to keep fit 

I want_ he told himself as he looked at the picture.  Everyone was  

u - Petunia - _.  Mr. Dursley looked again at the book after reading 

me where inside my head.    I looked back at the book 'keep it' whi 

Petunia had given to him.  He looked hatredly at the book and took  

 looked at him.  The dog also looked very angry(ily) at him. He don't k 

om his house.  He saw peoples looked and laughed at him because he  

n.    On the way, many people looked and laughed at him. He embarra 

d where there are many people looking and laughing at him. Later, he 

  On the way, there was a dog looking at him and Mr. Lim accidentall 

 talking and he saw a dog was looking at him.    When Jimmy passed b 

s jogging some young men were looking at him.  Some of them were lau 

y caught his attention he was looking at himself in the mirror.    A 

gging    One day, Syamali was looking at his big stomach in the mirr 

ght.  He was shooked, when he looking at his own image.  So, he want 

m getting too fat,_ said John looking at his stomach in the mirror.  

k.        One day, Wilson was looking at his tummy in the mirror and 

at it would not hurt to try.  Looking at myself in the mirror, I fin 

ght.  He was shooked, when he looking at his own image.  So, he want 

me fit, he otten the book and looking at pages of _jogging_ he going 

 broadly at him.  He was over-looking at that lady that he accidenta 

n side of the road. Saiful is looking at that two womens and then he 

k.  Mr James just jog without looking at the back until he pass thro 

as talking something.  He was looking at the beautiful women.  He re 

he wearing sports clothes and looking at the book called 'keep fit'. 

 

Non-standard  use of „look at‟ (66) 

Required „at‟ missing, replaced by another unacceptable preposition or „look‟ used where 

„see‟ would be more appropriate. 

 

Non-standard  preposition (excluding three occurrences of „look + to‟ with „mirror‟ 

which are shown in Data set 7) 
r because he eat too much. He look for herself on the mirror, the 

he book was on the chair.  He looked out the book and found the eas 

 „at‟ missing 
t the mirror about itself. He look, him pulgin stomach from the m 

ul was a fat boy. One day, he look himself at the mirror and noti 

 of things.    One day, Peter look himself at the mirror.  Then,  

 to outside of his house.  He look himself at the mirror.  Mr Ali 

range juice.    One day Ahmad look himself in the mirror.  Then h 

t I can't do it. Everytimes I look myself in the mirror, my big f 

  One Sunday morning when Ali look his body at the mirror he saw  

 Abed body was overweight. He look his body in front of a mirror  

t pizza everyday.  One day he look his body in the miror.  He loo 

m for shower. After shower he look his body into a mirror. When h 
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 big.  But went all my friend look it.  It say so big.    _Ali, y 

 jogging.    He go to bedroom look the body at mirror in the morn 

 he can not do that.  Ali was look the book about keep slim body. 

his body becomes small and he look the book keep fit.  He open th 

especially can food, we  must look the expired date because if we 

he fish before we buy we must look the eye first. Because of that 

r is big body and fit.  After look the mirror he go out side. Aft 

 evomation about jogging.  He look the picture about how start fi 

blend, cutting. Then, we must look the recipes books, But when yo 

othes into jogging attire and look tips from the book _keep fit_  

his short pant. He opened and looked every pages how to be fit.  He 

ou was ready to exercise.  He looked himself at the mirror and he w 

 Ali woke up from the bed, he looked himself at the mirror.  He loo 

nted to get dressed.  When he looked himself at the mirror, it sudd 

body is no longer fit when he looked himself at the mirror.  He was 

man'!!    Jogging.    Mr. Bob looked himself in front of the mirror 

ied about his body. He always looked himself in front of mirror. He 

veryday.  He realised when he looked himself in mirror in that morn 

 body!_ cried Mr Hook when he looked himself in the mirror.  He saw 

k is getting fat.  One day he looked himself in the mirror.  He was 

d him to be overweight. As he looked himself in the mirror, he saw  

 in his village.  So, when he looked himself on the mirror, he said 

 body.  His name was bob.  He looked his body at the mirror.  The m 

e like to get fit. One day he looked his body in the mirror. It's s 

 One day, a fat man call Zain looked his body infront of the mirror 

be slim. Then one day when he looked his pregnant-liked stomach in  

opened his uniform school and looked his self at the mirror. Then,  

aturday, in the morning Kefli looked his self in the mirror.  He fe 

nth, in the morning, Mr. John looked his stomach in the mirror.   _ 

r hut.    One day, when Mamat looked hisself in the mirror, he felt 

ght.  I took off my shirt and looked myself in front of the mirror.  

 the book at the chair and he looked the people jogging at the book 

 

(either missing ‘at’ or possibly mistaken ‘look’ for ‘see’)  

ok his body in the miror.  He look his body was very big.  He wan 

en he look at the mirror.  He look his body was very fat.  Then,  

t his body at the mirror.  He look his body become big.  He looke 

.  Then in a few miles I have look one women and one old men with 

ook about keep slim body.  He look someone do exercise to keep bo 

a pregnant women. Suddenly he look one book which      It was a S 

hen&he saw a dog but he didnt look the tail of the dog  Suddenl 

id.    Next, while he run, he look two old people talk.  One of t 

 

and two stor rooomOneday Ali looking he body at the mirror so very  

 boy is Ali.  One day Ali was looking him self at mirrors    On a fi 

ize.  He was very embarrassed looking himself become bigger in size. 

 front of the mirror.  He was looking himself in the mirror.  He was 

 day, on the morning, Abu was looking himself on the mirror.  He thi 

id Mr. John surprisingly when looking his big fat stomach in the mir 

 and lazy man. One day he was looking his self at the mirror and bec 

 by the dog.    One day Mamud looking his tummy at mirror.  His tumm 

mburong.    One day, Adib was looking his tummy his body are getting 

    One day, Awang Buncit was looking on his own appearance infront  

of mirror in his bed room he looking in his stomac. He feel that he 
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Data Set 7.   

Look as used in a strong collocation with „in the mirror‟ 

 

Standard (7) 
an is a womans favourite'. He looked in the mirror and saw how larg 

her day.  But on that day, he looked in the mirror and was disguste 

Tem 5 ting fit likes arral. When he looks in a mirro he see his body is  

 BSB 5he was un fit.  Everytime he looks in the mirror he sees a big fa 

od.                Jogging    Looking in the mirror, James knew he w 

 Monday morning, Zulhelmi was looking in the mirror.  Suddenly, he s 

to sleep but he couldn't help looking in the mirror.  What he saw in 

 

Non-standard (38) 

With wrong preposition 
s body into a mirror. When he look at mirror he feel surprise bec  

h a big mirror on a table.  I look at a mirror my body is to big  

ad is the fat man. One day he look at the mirror about itself. He 

orning, Bob get up early.  He look at the mirror and felt that he 

 finished his shower. Then he look at the mirror and find that hi 

.    Last Sunday night, Ahmad look at the mirror and he was surpr 

d he was surprised because he look at the mirror his body was big 

ange his fat.  At the time he look at the mirror His face looking 

use he look fat and ugly.  He look at the mirror to know his body 

was 23 years old.  When azman look at the mirror, he thought that 

rson_ said Mr Smith.  When he look at the mirror.  He look at his 

orning, Jefri wake up then he look at the mirror.  He look his bo 

e fats.  He get shock when he look at the mirror. 'I must be slim 

oy who very lazy. Everyday he looked at mirror to cheack his stomac 

When he took off his cloth he looked at a mirror and he saw his bod 

t ladies.  Last week, Mr. Lim looked at the miror his big big stoma 

ed himself at the mirror.  He looked at the mirror about 5 minutes. 

his fatty stomach. One day he looked at the mirror and he saw how u 

ays bully him.    One day, he looked at the mirror at his room.  He 

himself and he stopped and he looked at the mirror for quite a whil 

  He was very shocked when he looked at the mirror that he was gett 

y, on saturday morning saiful looked at the mirror then he saw he h 

led 'Big John'.    One day he looked at the mirror, he saw that he  

red at his reflection when he looked at the mirror.  He continued s 

as John finished his bath, he looked at the mirror.  He realised th 

seph. He went to his room and looked at the mirror.  He was very sh 

ience its effects.        Bob looked at the mirror.  He was frustra 

e day Ahmad was very sad.  He looked at the mirror. Ahmad body was  

ng when Mr. Smith woke up and looked at the mirror. He founded the  

 the morning, Ali woke up and looked at the mirror. He realized tha 

ch was too big.  And then, he looked at the mirror. _ooo, this day  

d sweet food. The next day he looked to the mirror and found out hi 

    Once upon a time Ayub was looked to the mirror and he felt bori 

y complained to himself as he looked to the mirror.  He never liste 

m after he breakfast he going looking at the mirror and he said _I m 

bigger and bigger each day by looking at the mirror.  He was not ver 

      One day when Mr Ong was looking at the mirror. He saw a reflec 

ady was very fit, but when he looking on the mirror, he found his bo 

 

With no preposition (the line below also in Data set 6) 

r is big body and fit.  After look the mirror he go out side. Aft 
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Look into the mirror 

e day after taking a bath, he looked into a mirror and saw his tumm 

 to lose his wight.       Bob looked into his mirror one morning an 

is body is thin.  One day, he looked into the mirror and said _Oh,  

 experience    One day, Sammy looked into the mirror and just reali 

       Jogging    Mr. Langdon looked into the mirror and saw a huge 

il one time, when he actually looked into the mirror, where he saw 

il to lose weight     John is looking into the mirror with his body. 
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CHAPTER 9 
 

Appendix 1 

 

The Accelerated Literacy Program 

Adapted from Curriculum Leadership Volume 2 Number 29 

http://cms.curriculum.edu.au/leader/newcms/leader_articles.asp?item_id=14586 

The literacy levels of Indigenous students continue to raise serious issues for educators. 

Nationally, in the year 2000, approximately 7 out of 10 Indigenous students achieved the Year 3 

reading benchmark, compared to an overall average of 9 out of 10. In Year 5, just over 6 out of 

10 Indigenous students achieved the reading benchmark, compared to the national average of 

8.5. 

 

What is Accelerated Literacy? 

Accelerated Literacy is a highly supportive approach to English literacy teaching. It was 

developed by Associate Professor Brian Gray and Wendy Cowey formerly from the University of 

Canberra  where the program was known as Scaffolding Literacy. They are now at Charles 

Darwin University in Darwin. The approach, which aims to improve literacy levels for all students 

who are currently not achieving national benchmarks, has demonstrated significant improvements 

in education outcomes for Indigenous LBOTE students. 

 

The teaching approach 

The teaching approach allows students to work with texts that are age appropriate.  

Quality texts, which have literate features to teach about language meaning and function, are 

selected. Teachers carefully manage and provide support for students to work intensively on 

these texts at an equivalent level to their mainstream peers. The teacher works mainly with the 

whole class, rather than managing small groups or providing work for individuals. 

 

The core program is built around a systematic and progressive approach to literacy development. 

The approach leads learners through intensive exploration to high-level text comprehension. It 

pays careful attention to understanding the complex grammar that is encountered in literate text, 

as opposed to everyday speech.  

 

Teachers orient students towards the text by identifying assumed knowledge and teaching this 

knowledge specifically. They explain the cultural context of the text, and teach about the specific 
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words and the meanings behind the words. Students are also taught about the author’s purpose, 

the techniques employed and the inferences made. 

 

As students begin to engage successfully with reading, the emphasis shifts to the development of 

high level decoding, spelling and, eventually, writing strategies. Development across reading, 

writing and spelling is highly integrated. Children learn to spell and decode words they can 

already identify, following intensive comprehension work. Furthermore, they learn to use the 

literate choices they have studied in comprehension activities in their own writing. 

 

 

Student outcomes 

Throughout the pilot, there was a fourfold increase in the average rate of students’ reading levels. 

These students improved from a pre-pilot average reading rate level of 0.42 per year to a rate of 

1.78. This means that students previously deemed ‘at risk’ progressed at a rate that would allow 

them to attain mainstream expectations.  

 

By the end of the pilot phase, target students who had been more than two years below 

benchmark literacy levels demonstrated significant gains in literacy competence. 

 

Monitoring of students’ literacy development is rigorous. An initial assessment of each student’s 

reading level is done to establish base-line data. Regular assessments of students’ reading 

accuracy on texts studied in class are completed at the end of each term, and after 12 months in 

the program, students are assessed on their ability to read texts they have not seen before. 

 

Where is Accelerated Literacy being practised?  

The program was developed as a research project in the Northern Territory and the Pitjantjatjara 

Lands in South Australia from 1999-2001. It was then run as a pilot in the Northern Territory from 

2001 to June 2003, involving six primary and secondary schools, in urban and remote contexts. 

In 2004 thirteen remote schools joined the program, with further expansion planned for the next 

few years. 

In South Australia in 2007, the program is supported by the Australian Government Quality 

Teacher Program. More than 50 Primary and Secondary schools within DECS are working with 

Accelerated Literacy. They are supported by 6 district cluster consultants who visit each school 

regularly to work alongside classroom teachers in developing their pedagogy. All teachers 
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involved attend four days of professional development in the first term, followed by sustained in-

school support.  

Accelerated Literacy is the mandated literacy pedagogy in all Aboriginal Lands District schools.  

How much does it cost? 

In the South Australian Accelerated Literacy Program, schools use their Disadvantaged 

Literacy and Early Years Literacy Program funds to support the program in their schools. The 

cost for 2008 will be $12 000 per year for new schools. The four days of training will cost $240 

per head. Additional in-school costs include the purchase of class sets of texts, sentence makers. 

In addition, it is expected that teachers can be released for some time when the consultant is 

visiting the school to review and plan. Some schools employ relief teachers for this purpose, other 

schools arrange non-contact time to suit.  In each school, a focus teacher takes on the 

responsibility of coordinating the program in the school. This also requires time. Further 

information can be found in the 2008 Infomation for Schools. This booklet can be downloaded 

below.  

Contact  

For further information on the South Australian Accelerated Literacy Program, contact Bronwyn 

Parkin, Program and Policy Officer, Accelerated Literacy. Phone (08) 8226 2473  Email 

Parkin.Bronwyn@saugov.sa.gov.au 

 Downloaded on 12
th
 November, 2007 from 

http://www.aboriginaleducation.sa.edu.au/pages/Educators/Accelerated_Literacy/ 

 

 

 

 

 

 

 

 


